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ABSTRACT
EDUCATION IMPACTS OF ZERO-TOLERANCE EXPULSIONS
ON NOW-INCARCERATED INDIVIDUALS
John D. Suarez, Ed.D.
Department of Leadership, Educational Psychology and Foundations
Northern Illinois University, 2017
Brent E. Wholeben and Xemina D. Burgin, Co-Directors
This is a qualitative research study of the educational impacts that a zero-tolerance
expulsion have had on now-incarcerated students. The data was collected from face-to-face
interviews at the Illinois Department of Juvenile Justice facility in St. Charles, Illinois. The
theoretical framework of the research is built upon critical race theory that provides a setting in
which to examine the realities, both long- and short-term, which are associated with these
expulsions.
Six participants who qualified for this research were interviewed. The qualifications for
participation were that the individual be at least 18 years old and have been expelled from school
for zero-tolerance infractions. The study’s research questions were the following:
#1 What educational opportunities were available to the participants after their
expulsions?
#2 What factors influenced participants’ decisions to take advantage of, or not take
advantage of, other educational opportunities after their expulsions?
Interview questions were created, and the technique of constant comparison was used to
develop initial codes and themes. These initial themes were then used to create extended themes
by theming the data. The results of theming the data were then utilized to organize the
framework of the literature review. The data collected from the interview participants was used
to answer the two research questions and to identify gaps in the research. The data from the
interviews also aided in the creation of the recommendations for future research and the
recommendation for practice.

The data collected showed that expulsions for zero-tolerance infractions, in conjunction with a
lack of appropriate due process, contributed to a school-to-prison pipeline and left students with
few, if any, further options to continue or to complete their education.
The recommendation for practice includes the training of administrators and school boards who
make decisions regarding expulsions as well as a recommendation for universities to offer an
endorsement to the current Type-75 administrative certification that specializes in working with
at-risk students and alternative schools.
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CHAPTER 1
EDUCATIONAL IMPACTS OF ZERO-TOLERANCE EXPULSIONS

Background/Rationale
I began working for the Illinois Department of Juvenile Justice (IDJJ) on June 7, 2010, at
the St. Charles Illinois Facility. I had already completed the coursework for my education
specialist degree from Northern Illinois University in May of 2010, and I was getting ready to
finally embark on the dissertation. Initially, I had a topic picked out to simply cover the history
of zero-tolerance policies, as I had become intrigued by that topic of school discipline and the
court cases dealing with the issue. After spending my first month with IDJJ, I made an
observation while walking from the entry gate for all employees to the school building where my
office was located in this particular facility.
Every morning I made this walk that was approximately ¼ of a mile, and on this
particular morning, I passed a group of students (approximately 50) from the A-wing of the
inmate/youth housing heading toward the school. I stopped and let the entire group pass ahead of
me, and then I followed the group up to the school doors. I noticed that all of the students were
African American or another minority as they passed by me. When I arrived at the school, all of
the students from the housing units were outside of the school waiting to be let in by class.
Approximately 150 students were lined up in three rows, their hands cuffed behind their backs,
and all wore the standard-issue blue pants and light blue polo shirt. All the students were

2
minorities. Admittedly, this was not a moment of inspiration; it was rather just an observation
that made me stop and think. Over the next several weeks I made this same walk if the sun was
out or it did not rain or snow, and I watched and observed and made a mental note of what I saw.
After several weeks I saw few, if any, Caucasian students and a large or near majority of
minority students each day. Time passed, and I continued to watch the youth population line up
for school each day. Students would arrive and some would get paroled and leave, and some
were in line for my entire time working with IDJJ. The one constant was the makeup of the
students’ ethnicity. It was at this point I began to wonder what happens to these students after
release. I knew that from my interactions with the youth/inmates that their level of educational
success outside of the facility was not high, and I wondered where these youth go and how they
could be successful with few options.
As a result, my dissertation changed from my first day on the job to this present version.
Over weeks and months, I developed a much clearer view of what I wanted to research. My
research began to move away from just the history of zero-tolerance laws to the impact of the
zero-tolerance laws on individuals. I wondered where the youth would go after their release. I
wondered what opportunities they would have after release. I wondered what would become of
their lives. I wondered how they felt about school, if they would continue or finish their
education, and what had happened in the public schools or on the streets that may have caused
their incarceration.
Problem Statement
The American educational and justice systems are meant to be color blind, meaning that
all people should be treated equally regardless of race. However, these systems are failing
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minority students. Minority students are more likely to face discipline measures in school. They
are more likely to be expelled, and they are more likely to be incarcerated following expulsion.
According to Rich (2015), while “black students represented just a quarter of public school
students in these states, they made up nearly half of all expulsions” (p.1).
The use of discipline processes in schools that steers students away from schools and
toward limited educational opportunities and possible incarceration is described as the school-toprison pipeline. According to Flannery (2015), the school-to-prison pipeline is defined as “the
practice of pushing kids out of school and toward juvenile and criminal justice (p. 1). Elias
(2013) states that the school-to-prison pipeline starts in the classroom when, “combined with a
zero-tolerance policy, a teacher's decision to refer students for punishment can mean they are
pushed out of the classroom and into the criminal justice system” (p. 39). Although zero
tolerance is not a law in and of itself, it is a result of the Guns Free School Act (18 U.S.C. § 921).
Weingarten (2016) stated, “These policies were promoted by people, including me, who had
hoped they would standardize discipline procedures and free students from the disruptions of
misbehaving peers” (p. 1). Rather, students who are expelled find an entry point into the schoolto-prison pipeline that leaves them with limited choices to continue their education.
In Illinois, the Illinois School Code, Section 105 ILCS 5/10-22.6, clearly spells out the
rights of expelled students to continue their education. One choice is to enroll in an alternative
school and the other is to complete a GED program. Colson (2010) states that “alternative
schools started as a way to provide students with a different approach to learning; however, it
appears that they are commonly used for disruptive students that break the rules” (p. 2).
Alternative schools are comprised of students who have all been expelled for various discipline

4
infractions, with over-taxed faculty already facing little support and less compensation. This
environment is ill-suited to providing the expelled students with the support and services they
need. Cox (1999) notes that the alternative school environment meant that “all types of juvenile
offenders, whether appropriate or not, were being sequestered in alternative schools with no
resources for improvement.” (p. 325), likewise for GED programs that cannot support students in
a manner that a traditional public school can. However, the literature has not produced
information on the lived experiences of those individuals that focuses on what educational
options students have after expulsion and why they may or may not take advantage of these
options after an expulsion.
This research is constructed to fill the gap in the literature that focuses on what
educational options students have after expulsion and why they may or may not take advantage
of these options after an expulsion. Considering that expelled students’ educational options have
been limited, students can be left without an education and with an uncertain future. The
Alliance for Excellent Education (2003) states that “high school dropouts are 3.5 times more
likely than high school graduates to be arrested in their lifetime” (p. 4). In addition, according to
Amurao (2013), “68% of all males in state and federal prison do not have a high school diploma”
(p. 1).
The NAACP Legal Defense and Education Fund (2006) stated, “In 2003 African
American youth made up 17% of the entire juvenile population but account for 34% of all
juvenile arrests” (p. 7). The Department of Education Civil Rights Data Collection (2014) for the
2011-2012 reports that a total of 29,677 students were expelled for zero-tolerance infractions in
the United States. In addition, the Department of Education Civil Rights Data Collection (2014)
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reports that 16,565 of the 29,677 these students are classified as a minority, thus making 55.82%
of all expulsions for a zero-tolerance expulsion a minority. While there is overwhelming
evidence for the existence of the school-to-prison pipeline, this evidence is from large data sets
that establish national or statewide trends. This study uses critical race theory to examine the
lived experiences of those individuals who have been expelled for zero-tolerance, what options
they had to continue their education, and why they did not pursue the available options.
Zero-tolerance polices cannot be examined as isolated events or simply as statistics. The
students’ environmental context needs to be studied such as alternative schools, teacher quality,
job experience, due process, returning to their home school after expulsion, peer and family
influences, perceptions toward alternative school, the timeframe from expulsion to arrest, and
multiple expulsions and arrests. These themes also can impact the policy itself. Studying the
demographic makeup of the school, training that administrators may have had to better help atrisk students, the amount of school funding and level of poverty a school has, the academic
achievement of the school, and even the tax levy that determines the amount of school funding
can impact a school and school discipline. Students can also be impacted by the implementation
of zero-tolerance policies in schools that can go beyond being expelled. The likelihood of
continuing education after an expulsion, the likelihood of taking advantage of educational
opportunities after an expulsion, the school systems, and family support during and after an
expulsion can impact a student. The time after an expulsion is critical. Expelled students have
limited choices, and when these two options have been exhausted, the lack of opportunities can
impact a student moving into adulthood. This approach provides a new perspective on the
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school-to-prison pipeline at a critical time when students need educational opportunities after a
zero-tolerance expulsion.

After an Expulsion
After a student has been told that s/he is being expelled, that does not mean that the
decision is final. School administrators only can recommend that a student be expelled for
student handbook violations. After a student is informed that s/he will be possibly expelled, the
student’s parents or guardians are informed about a due process meeting to take place with the
school board of education. The actual decision to expel a student is made only by the school
board of education at the conclusion of the due process meeting. The due process meeting is
critical because a school board could vote to not expel a student or vote to expel and inform the
student that s/he can attend the alternative school. Students are guaranteed the right to due
process so they can defend themselves and tell their side of the story. The due process meeting is
also critical because students need to learn their rights so they can continue their education after
the expulsion. When a student does not have a due process meeting, or s/he is simply expelled,
the student has few options. Students who do not have a due process meeting or do not continue
their education after an expulsion face a future with possible jail time. This section will discuss
students’ rights in Illinois after an expulsion, due process rights, who are the main recipients of
zero-tolerance expulsions, and the school-to-prison pipeline.
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Education After an Expulsion
A school’s ability to expel a student is outlined in the Illinois School Code Section 105
ILCS 5/10-22.6. In Illinois, when an expulsion interrupts a student’s education, he or she has the
right to attend an alternative school. Some school boards of education have adopted a policy that
when a student is expelled for any reason, the student must complete the entire expulsion at an
alternative school before re-admittance to his/her home school. School districts can expel up to
but no longer than two school years. In addition, in Illinois, if a student is expelled from any
other state, the student must complete the expulsion in an alternative school before admittance
into a traditional public school.
Students may or may not attend the alternative school. Students could come to an
agreement that after a year of expulsion and attendance at the alternative school, they could
return to their home schools. Alternatively, students could choose to do nothing and drop out of
school.

Student Rights: Due Process Meeting
The Illinois School Code, Section 105 ILCS 5/10-22.6, clearly spells out the due process
rights of students who are expelled. A student in Illinois may be expelled only after his or her
parents have been requested to attend a board meeting with the school board and when a hearing
officer can be appointed. When students are expelled, the school requires a meeting of due
process. Such a meeting occurs to ensure that parents, students, and the school have an adequate
platform to discuss and review the allegations of misconduct. The due process review for an
expulsion takes place with the school administration and the local school board of education, in
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addition to parent(s) and perhaps the student. A due process hearing is held in executive session
to protect the confidentiality of the student. However, due process should not be confused with a
court trial, as lawyers and a court-like setting are not the norm. The student can answer questions
from the administration and the school board of education, and the student and parents are
allowed to ask questions as well. In the state of Illinois, the school board of education makes the
final decision of expulsion, rather than the school administration.
Regardless if a student is designated as a special education student, an expulsion can still
happen. In Illinois, a special education student can receive the same amount of discipline as a
regular education student with one exception: a special education student cannot be suspended
for more than ten days. In addition, when a special education student is brought up for an
expulsion, a manifest determination meeting has to legally take place. According to the Illinois
State Board of Education (2009), the manifestation determination meeting takes place “to
determine if the students’ disability IS the primary cause for the incident” (p. 78). The student,
the parent or legal guardian, special education director and the administration of the school meet
to review the discipline situation, facts, relevant information, and to determine if the disability is
the primary cause. If the team makes the decision that the disability is the cause for the behavior,
the student cannot be suspended or expelled.
Special education students can also be removed from the school without a manifest
determination meeting if the discipline situation involves a weapon, the selling or use of drugs on
school property, or the student inflicts serious bodily harm on another individual on school
grounds. However, special education students can only be removed, not expelled, from their
home school and only sent to an alternative school for a maximum of 45 days. If a parent and
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student want to appeal a decision for alternative placement after a manifest determination
meeting has taken place, a due process hearing officer is appointed. If after the meeting, with the
due process officer agreeing with the alternative school placement, then the placement cannot
exceed 45 days and the student returns to her or his home school. Conversely, if the due process
hearing officer sides with the parent and thus feels that the student’s disability is the cause of the
behavior, the expulsion is lifted and the student returns to school.
A regular education student can be removed from the home school and sent to an
alternative school placement for duration not to exceed two years. In addition, a regular
education student is guaranteed a due process meeting, but after the decision is made by the
school board to expel a student the student and parents may appeal, but the next step is to file an
appeal in the state courts of Illinois.

Recipients of Expulsions
The Department of Education Civil Rights Data Collection (2014) for the 2011-2012
school year maps out nationwide data. A total of 29,677 students were expelled for zerotolerance infractions in the United States. Digging deeper into these data, of the 29,677, a total of
23,310 reported were male students and 7,367 reported as female. Of the 29,677 expelled, 5,285
students expelled were African American males, which is 17.8% of the entire 29,677 expelled. In
addition, 6,408 students who were identified as Hispanic were expelled for zero tolerance, which
is 21.6% of the total number expelled. Finally, 8,778 students expelled for zero-tolerance
infractions were reported as White, which is 30% of the total number expelled.
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•

385 students expelled specifically for zero-tolerance infractions were American Indian,
which makes up 1.3% of total males expelled in all of the United States school districts
for 2011-2012.

•

291 students expelled specifically for zero-tolerance infractions were identified as Asian
American, which makes up 1.0% of the total males expelled in all of the United States
school districts for 2011-2012.

•

186 students expelled for zero-tolerance infractions were identified as Native Hawaiian
or Pacific Islander, which makes up 0.6% of the total males expelled in all of the United
States school districts for 2011-2012.

•

636 students who were expelled for zero-tolerance infractions were identified as multiracial, which makes up 2.2% of the total males expelled in all of the United States school
districts for 2011-2012.

When adding up the number of students classified as male minority, a total of 13,191 minority
students were expelled, which translates to 44.4% of the total males expelled for zero-tolerance
infractions.
Looking specifically at the state of Illinois for the 2011-2012 school year, there were a
total of 414 students expelled for zero-tolerance infractions. Drilling down deeper, 51% of that
total were reported as Hispanic, 132 students expelled were identified as African American, 208
students expelled were identified as White, 1 student expelled was identified as AmericanIndian, and 1 student was identified as Asian expelled for zero-tolerance infractions.
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School-to-Prison Pipeline
Regardless of the integrated society that Americans live in, African Americans are the
main recipients of suspensions and expulsions. According to the NAACP, “African Americans
are incarcerated at nearly six times the rate of whites” (p. 1). Cobb (2009) identifies a path from
student to the criminal justice system that predominantly affects African Americans: the schoolto-prison pipeline. According to Cobb (2009), the pipeline works when a student is expelled
from school and a situation is set in motion that starts that student on the path to eventual
incarceration. Expelled students can be removed from school grounds because of a discipline
infraction, such as drug distribution, weapon violation, assault on staff, or sexual harassment.
According to Greadington (as cited in Flannery, 2015), chair of the Black Caucus, “It’s crystal
clear that Black students, especially boys, get it worse in school discipline. Studies have shown
that a Black child is seen as a bigger threat” (p. 1). According to Howard (2015), the “United
States Department of Education found that black males are three times more likely than their
white male peers to be suspended and expelled resulting in a loss of educational time” (p. 1).
According to Smith and Harper (2015), “Across the Southern states, Black boys comprised 47%
of suspensions and 44% of expulsions, which was highest among all racial/ethnic groups” (p. 5).
This staggering amount of school expulsions is how the school-to-prison pipeline begins to fill.
The school-to-prison pipeline is the unfortunate result that happens when a student is
expelled and denied a public education. Gunter and Kizzire (2008) state that the student profile
that is most likely to receive an expulsion and risk entering the school-to-prison pipeline are
those who have “emotional troubles, educational disabilities or other mental health needs” (p. 2).
In addition, Amurao (2013) reports that students who are forced out of school for behavior
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problems “are sent right back to the origin of their angst and anxiety—their home or
neighborhoods—which are filled with negative influences” (p. 1). According to the NAACP
(2005), this “pipeline area of research is woefully neglected by researchers and authors, and is
even more neglected by the public education system” (p. 3).

Research Questions to Address Problem Statement
When schools expel a student, the problem is not solved for the student or the school.
Students who are expelled can drift farther away from the possibility of returning to school in the
future, continuing their education at an alternative school, or pursuing a GED diploma. Instead,
they can head toward a fate of incarceration. It is necessary to examine the experiences of
incarcerated individuals with a history of expulsion to better understand the effects of zerotolerance expulsion. This problem led to my research questions:
#1 What educational opportunities were available to the participants after their
expulsions?
#2 What factors influenced participants’ decisions to take advantage of, or not take
advantage of, other educational opportunities after their expulsions?
Theoretical Framework: Critical Race Theory
The selection of critical race theory was an appropriate selection for this specific
research. The reasoning this was appropriate was because the intent of the research is to uncover
the lived experience that the participants have had because of a school discipline policy. The two
research questions are providing an avenue for the participants to share their experiences after a
zero-tolerance expulsion. Specifically, the first research question provides an opportunity for the
participants to share what options they had to obtain an education after the expulsion. The second
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research question looks to uncover why or why not the participants were able to take advantage
of the educational opportunities they had. Looking through the lens of critical race theory, the
participants were able to tell their stories, convey their perceptions, and express how they felt the
school discipline policies impacted their eventual incarceration.
According to Hiraldo (2010), during the mid-1970s, critical race theory emerged from the
“early work of Derek Bell and Alan Freeman, who were discontent with the slow pace of racial
reform in the United States” (p. 53). In addition, Parker and Villalpando (2007) states that critical
race theory “is a valuable lens with which to analyze and interpret administrative policies and
procedures in educational institutions and provides avenues for action” (p. 519). The work from
Ladson-Billings and Tate (1995) explores how critical race theory has emerged as a powerful
theoretical and analytical framework within educational research. Critical race theory challenges
the American ideal of color blindness, the perception that public institutions are neutral, and
assumptions about the role of the dominant culture in setting the plan of action for strategies,
expectations, and methodologies. Critical race theory involves the following tenets:
(a) counter-storytelling
(b) permanence of racism
(c) Whiteness as property
(d) interest convergence

Counter-storytelling
According to Delgado and Stefancic (2000), counter-storytelling casts "doubt on the
validity of accepted premises or myths, especially ones held by the majority" (p. 144). Counter-

14
stories can be found in various forms that “include personal stories and/or narratives, other
people's stories/narratives, and composite stories/narratives” (Solórzano & Yosso, 2002, p. 35).
The use of interviews with questions crafted with critical race theory helped uncover the
perceptions and experiences of the research participants. Through these interviews, I learned how
the participants felt toward the establishment of school, the discipline and action that caused the
expulsion, and where their education was heading.

Permanence of Racism
Gordon (1999) states that critical race theory examines “society and culture, and the
intersection of race, law, and power” (para. 3). Critical race theory studies attempt to transform
the relationship between race and power. Critical race theory does this by examining the role of
race and racism within the foundations of modern culture. The theory has roots that extend as far
back as the principles of the Enlightenment that formed the basis for many modern views of
equality and law. As a movement, it has moved beyond everyday law and has now become
common in the daily academic disciplines of ethics, political science, and education. According
to Delgado and Stefancic (2007), unlike traditional civil rights, which “embraces incrementalism
and step-by-step progress, critical race theory questions the very foundations of the liberal order,
including equality theory, legal reasoning, Enlightenment rationalism, and neutral principles of
constitutional law” (p. 1).
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Whiteness as a Property Interest
According to Harris (1993), Whiteness as a property interest “has perpetuated itself in the
United Sates due to the history of race and racism and the role that U.S. jurisprudence has played
in the validation of the negative conceptions of race” (p. 280). Hiraldo stated that according to
Ladson-Billings & Tate, “Historically, the idea of Whiteness as property has been perpetuated as
an asset that only White individuals can possess” (Hiraldo, 2010, p. 55). Hiraldo (2010) also
suggested that myriad policies and practices restrict the access of students of color to highquality curricula and well-equipped schools. Hiraldo (2010) states that “the historic system of
ownership and the non-reverberations from it further reinforce and perpetuate the system of
White supremacy because only White individuals can benefit from it” (p. 55). The idea of
Whiteness as a property interest can be linked to the overuse of zero-tolerance expulsions
considering that minorities are the main recipients of these expulsions. Even as far back as the
court case of Goss v. Lopez, the issue of an education as a property interest has been debated.
Crenshaw, Gotanda, Peller, and Thomas (1995) suggest that “whiteness is simultaneously an
aspect of identity and a property interest, in that it can be experienced and deployed as a
resource” (p. 282). This can be true for not only education but also for the execution of schooldistrict polices, including zero-tolerance expulsions. Considering the rate at which minority
students are expelled, the idea of Whiteness as a property interest can be fully realized when a
minority student is expelled and access to education is denied.
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Interest Convergence
Interest convergence is the idea that America’s racial progress occurs when it coincides
with conditions and interests of European American elitists in America. According to Delgado
and Stefancic (2000), researcher Bell examined and analyzed the Brown v. Board of Education
decision of 1954. At that time, the United States was experiencing the Cold War, and the world
press carried stories of lynching and racist sheriffs in America. Although criticized for his
conclusions, Bell was proven correct as archival research revealed the United States was forced
to reassess its domestic “face” during this period of time. In other words, past civil rights gains
came only as they converged with the interests of the dominant culture

Critical Race Theory and Qualitative Research
According to Lynn and Dixson (2013), the use of critical race theory is much more
compatible with qualitative research. Lynn and Dixson (2013) state that critical race theory is
“better aligned with qualitative methods because of the focus that critical race theory places on
the understanding of stories” (p. 18). Because this research focuses specifically on the
participants’ views, perceptions, and their experiences after an expulsion, the pairing of
qualitative research with critical race theory was thought to be the most appropriate approach.

Critical Race Theory and Interview Data
I was interested in uncovering not only what educational opportunities were available for
the students after expulsion but also how they felt about these opportunities. The participants’
perceptions are important, as these perceptions are critical to their perceptions of public
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education and how their lives turned out after expulsion. Matsuda (1991) states, “Critical race
theory in education challenges the dominant discourse on race and racism as they relate to
education by examining how education theory, policy, and practice are used to subordinate
certain racial and ethnic groups” (p. 1331). I was interested in what the participants’ perceptions
were and what factors contributed to their eventual incarceration. I made sure that the interview
questions were crafted to allow the participants an opportunity to express their perceptions and
experiences. These interview questions were created to identify and analyze the structural and
cultural significance of their experiences.

Assumptions
The main assumption made was that the participants met the qualifications to participate
in the study. I made sure that safeguards were put in place to ensure that the personal records of
participants’ academic and mental health history were never needed or disclosed. This was done
to ensure that I did not have participants’ names, where they attended public school, or any other
private information that could possibly identify them now or in the future. Nor was there any
mechanism to double-check that the participants qualified or whether additional candidates could
have been part of the study.

Delimitations
The delimitation of this research centers on the small number of participants — only six
research participants. This specific research initially would have had eight participants but one of
the participants did not want to participate and the other was placed into solitary confinement. In
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addition, IDJJ had found 48 participants who were expelled for zero-tolerance infractions but
were classified as minors.

Limitations
The first limitation of this research is that I was not granted an opportunity to return to
the facility to ask any potential follow-up questions. After the conclusion of the interviews I
returned home to begin the transcription of the answers and notes that were completed at the
facility. I was cognizant that any follow-up questions or clarifications would have to be
completed at the time of the interview only.
The final limitation was that I was not able to use a pilot study for this research. I was not
able to have a meeting to ask the interview questions to participants who were at least 18 years
old and were expelled from school. This would have provided practice taking notes, asking the
interview questions, and interacting with the population in the role of researcher.

Definitions of Terms
Alternative School: An alternative school is an educational setting designed to accommodate
educational, behavioral, and/or medical needs of children and adolescents that cannot be
adequately addressed in a traditional school environment. Once available primarily for disruptive
students and/or students at risk of dropping out of a traditional school environment, alternative
schools have expanded significantly as educators, parents, and wider communities have come to
recognize that many children cannot learn effectively in a traditional school environment.

19
Critical Race Theory: This theory emphasizes the role of race in social phenomena. It is the
basis of a movement that studies and attempts to transform the relationship between race and
power by examining the role of race and racism within views of equality and the law.

Due Process: This is a meeting or process that a school must grant to the attending student
and/or parent(s) who are involved in suspension and expulsion. Due process rights ensure that
both schools and parents have an adequate platform to discuss and review the allegations of
misconduct. The due process review for an expulsion includes a school administrator and a
member of the local school board of education. A due process hearing is held in executive
session to protect the confidentiality of the offending student(s). Due process should not be
confused with a court trial.

Due Process Hearing: Either the parent/adult and student or the school district has the right to
request a due process hearing whenever there is a dispute between the parent and the school
district over the district's proposal or refusal to initiate or change the identification, evaluation,
proposed IEP or portion thereof, the implementation of the IEP, educational placement, or the
provision of a free appropriate public education (FAPE). An alternative dispute resolution option
is mediation.

Expulsion: This is defined by the Illinois School Code (105 ILCS 5/10-22.6) (Ch. 122, par. 1022.6) as a removal of a student from school for gross disobedience or misconduct for a period of

20
time ranging from in excess of 10 days to a definite period of time not to exceed two school
years. An expulsion is not a suspension.

Home School: This is the school of origin where the expulsion took place. It is the school the
student was attending or enrolled in when expelled.

Individualized Education Plan (IEP): This is a plan created for each classified special
education student by the local school district in conjunction with a school psychologist. The
psychologist and a teacher or case manager observe the student at school, record their findings,
and review the observation notes at a meeting. The meeting also includes a parent and/or
guardian and a licensed medical doctor. A medical diagnosis needs to be rendered by the
physician. The IEP also incorporates data from the school. All of these data are brought together
by the school district psychologist to support the diagnosis and determine what educational
services are needed. The IEP is a legal document that schools must follow to provide services to
the student based on a medical diagnosis that is hindering learning. Meetings are held to review
progress before, during, and after the IEP is created. Parents/guardians must attend to give
consent for services. Parents/guardians can file a due process claim to halt or start services.
When a student with an IEP transfers, moves, or is promoted to high school, the IEP document
follows them to ensure services are provided.

Regular Education Student: This is a student who is not designated as a special education
student and does not receive any special education services or have an IEP.
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Special Education Student: This is a student who has been determined will receive support
with their education with academic accommodations and interventions based on the determined
impairment. Special education services that he or she receives are determined by a committee
consisting of the classroom teacher(s), a licensed physician, and the school psychologist and are
documented in the IEP.

Suspension: A suspension is defined by the Illinois School Code 105 ILCS 5/10-22.6) (Ch. 122,
par. 10-22.6) as the removal of a student from school for a period of 10 consecutive days or
fewer for a serious act of misconduct. However, when a student is suspended due to gross
disobedience or misconduct on a school bus, the suspension may be more than 10 days in length
for safety reasons. A suspension is not an expulsion.

Zero Tolerance: A zero-tolerance policy in schools is a policy of punishing any infraction of a
given rule, regardless of accidental mistakes, ignorance, or extenuating circumstances. In
schools, common zero-tolerance policies concern possession or use of illicit drugs or weapons.

Summary
This chapter is the introduction to the study about what education opportunities are
available after a zero-tolerance expulsion, if the participants took advantage of these options, and
why they made the decisions they did. The chapter begins with an introduction and rationale for
the research. The chapter also established the problem statement for the research. This chapter
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also discusses what happens after an expulsion for a student and discusses due process rights that
all students are legally entitled to have. The chapter also discusses who the main recipients of
zero-tolerance expulsions are. The introduction informs the reader on what educational options
students have after expulsion and why they may or may not take advantage of these options after
an expulsion.
The chapter also discusses the selected framework of critical race theory and the selection
of utilizing an interview format with qualitative research. This chapter also identifies two
research questions to address the problem statement of the research. This chapter also discusses
the assumptions, delimitations, and limitations of the study to help the reader better understand
the context of the study. Finally, this chapter reviews and defines the definitions of the research.
Next, Chapter 2 will discuss the literature for this specific research and problem
statement. Chapter 3 will then discuss the research methodology that I utilized, and Chapter 4
will discuss the results that were obtained from the interviews of the research participants.
Finally, Chapter 5 will discuss my opinions on the themes, the results, and the areas of future
research.
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CHAPTER 2
REVIEW OF THE LITERATURE

Introduction
When reviewing studies about zero-tolerance policies, it is easy to get lost in the
rehashing of court cases and definitions of terms. Instead, this research studies the impact that
zero-tolerance expulsions have on now-incarcerated individuals. Specifically, this research looks
at the educational opportunities these individuals have after an expulsion and why they may or
may not take advantage of these educational opportunities.
This literature review examines the history of zero-tolerance policies including the GunsFree School Act, due process rights, the opportunity for students to return to the school that
expelled them, alternative schools, expulsions and arrests and the school-to-prison pipeline. In
addition, the literature review researched topics of peer and family influence, the educational
attitude toward education, choosing the street versus an education and finally teacher quality.
The chapter then concludes with a summary of the literature review for Chapter 2.

History
The Safe School Study Report was presented to Congress in 1978, and at that time, acts
of violence were recognized as a problem of public policy and a major concern. In 1986, thenPresident Reagan set the bar for school discipline through a mandatory expulsion of all students
for fighting and possession of drugs, alcohol, or tobacco on school campuses. According to
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Skiba and Noam (2002), in 1989 school districts in California, New York, and Kentucky started
using the term “zero tolerance” and began to associate it with mandated expulsions for drugs,
fighting, and gang-related activity. By 1993, zero-tolerance policies had become commonplace
in schools across the country and began to also include weapons, smoking, and even classroom
disruptions. In 1993, the Clinton administration implemented the Elementary and Secondary
School Act. While the genesis of zero-tolerance policies is rooted historically in federal drug
policies that were created to deter drug trafficking, by the mid-1990s schools were using zerotolerance policies in response to school shootings such as at Columbine.
Riding the wave of zero-tolerance policies, the Clinton administration signed the GunsFree Schools Act of 1994 into law. Although zero tolerance is not a law in and of itself, it is a
result of the Guns-Free School Act (18 U.S.C. § 921). In 1994, the Guns-Free Schools Act was
passed as part of the Commerce Clause of the Constitution, making it a federal crime to possess a
gun within 1,000 feet of any school that is public, private, or parochial. Punishment for
violations of this law may be up to five years imprisonment and up to a $5,000 fine (18 U.S.C. §
924). According to the discipline definition in the act, in order for a school to receive federal
financial assistance, its state must have a policy in effect that requires local education agencies to
expel for a minimum of one year any student who brings a weapon to school. The original act
only covered firearms, but when the No Child Left Behind Act was renewed on January 8, 2002,
the update included new language that includes discipline for any instrument that could be used
as a weapon. The act also gives teachers the right and authority to request that any student who
exhibits violent or persistent disruptive behavior be removed from a classroom setting and school
campus. Recently, Weingarten (2016) stated, “These policies were promoted by people,
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including me, who had hoped they would standardize discipline procedures and free students
from the disruptions of misbehaving peers” (p. 1).
Kaufman (1999) reports that by 1996, over 94% of the U.S. public schools had zerotolerance policies in place for possession of a weapon, while 88% had zero-tolerance policies in
place for drugs and 87% for alcohol. Problems arose when schools began using zero-tolerance
policies for infractions that had little to do with school safety. Losen and Skiba (2010) state that
only 5% of out-of-school suspensions were issued for disciplinary incidents that are typically
considered serious such as possession of weapons or drugs. The other 95% were for disruptive
behavior” (p. 9).
The first section of this literature review focuses on the issue of due process in the
expulsion process. The reason the issue of due process was selected and why it is important is
that the due process meeting is the first step a school initiates for an expulsion. School board
members decide if a student is to be expelled after hearing the facts as to why the school
administration is recommending expulsion and after allowing the students to defend themselves
and tell their side of the events. In Illinois if the student is expelled the student has the right to
attend an alternative school and the school district can decide to allow the student to return after
the expulsion is completed at the alternative school. Students who do not receive due process are
at risk for not being able to defend themselves and thereby possibly avoid expulsion. They also
miss the option to attend the alternative school and possibly return to their home school. The
next section of this literature review focuses on due process rights, the students’ option to return
to the school that expelled them, the alternative school, and the timeframe from expulsion to
arrest.
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Effectiveness of Due Process
Researcher Polakow-Suransky (2000) states that after an expulsion, students and their
families are “left to fend for themselves while navigating through the bureaucratic maze of the
expulsion process” (p. 112). The court case of Goss v. Lopez (1975) established the minimum
rights of due process for suspension and expulsions. Ellis (1976) states that a suspension without
a due process meeting “violated the due process clause of the 14th Amendment by depriving the
plaintiffs of their education” (p. 410). Students cannot be expelled without a due process hearing.
This meeting allows for the student who is up for expulsion to be able to hear the charges against
him or her and be able to explain his or her side of the story. This meeting takes place in front of
the board of education of the specific school that the student attends. If students are not afforded
due process, the expulsion or suspension is expunged.
Another important reason for a due process meeting is that students who are expelled
may have the right to attend an alternative school. In addition, students who are expelled may
have the right to return to the school that expelled them. These rights vary from state to state and
from school to school. However, researcher Carroll (2006) states, “Few states protect an expelled
student's right to a public education; only thirteen states require school districts to provide
students with an alternative placement after expulsion” (p. 1915).

Desire to Return to Home School
The idea that after an expulsion the student can return to the home school was a topic that
I wanted to explore. Unfortunately, the review of literature and research did not yield any sources
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that studied the topic of students’ ability to return to the school that had expelled them, or if that
option was discussed or would have been a motivating factor.

Pursuit of the GED Diploma
The acronym GED stands for General Education Diploma or General Education
Development. The GED program is a joint venture between the American Council on Education
(2014) and Pearson. In 1942 the United States Armed Forces Institute asked the American
Council on Education (2014) to develop a battery of tests to measure high-school-level academic
skills. This exam gave military personnel and citizens who may have been previously enrolled in
the military an opportunity to complete their high school diplomas.
Presently in the State of Illinois the number of GED testing locations is ninety seven.
According to the American Council on Education (2015), the GED test was originally released in
1942, the 1978 series, the 1998 series, and the series in 2002. The latest version of GED test was
released on January 2, 2014, in the United States (History of the GED Test, para. 1). The test was
created by Pearson and has evolved to reflect the changes in society in an attempt to stay relevant
and prepare students for life after testing. Originally the GED test in 1942 reflected a need for a
workforce where a high school diploma would be sufficient. According to the American Council
on Education (2014), the series in 1978 reflected a time that was the closing cusp of the
Industrial Age, and the test needed to reflect that change and public attitude toward education.
The 1988 GED series shifted the test towards more emphasis on an informational age rather than
industrial and students would have to complete a writing prompt (History of the GED Test, para.
5). Presently, the most recent version of the GED test released in 2014 focuses on current high
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school standards, has three scoring levels, and even offers college credit depending on the score.
The focus of the GED test is to prepare adults for the workforce and gain skills and knowledge to
care for their families.
The GED test is administered nationally on a computer and provides immediate results
after testing is completed. The areas that are presently tested are reading and language arts,
mathematical reasoning, science, and social studies. Tests are administered in both Spanish and
English and a paper version of the test is only provided as an accommodation, not preference.
According to American Council on Education (2014), In most states you can test three times on
the same subject without waiting, and after the third attempt you have to wait 60 days before
trying again.
According to the American Council on Education (2014) the United States in 2013 had a
reported 39,769,125 adults who did not have a high school diploma. The report considers an
adult to be a person of 16 years old or older. The American Council on Education (2014) also
reports that in 2013 a total of 816,213 people attempted the GED test and 540,535 passed.
Specifically looking at Illinois in 2013, 35,998 people attempted the GED test, and 22,675 of
them passed the exam (p. 9).
In addition, the American Council on Education (2014) reports on successful GED
completion by age group and ethnicity. The American Council on Education (2014) reports that
for ages 16-18 the success rate nationally is 19.2%, for ages 19-24 the success rate nationally is
34.5%, for ages 25-29 the success rate nationally is 15.3%, for ages 30-34 the success rate
nationally is 11%, for ages 35-39 the success rate nationally is 7%, for ages 40-49 the success
rate nationally is 8.5%, for ages 50-59 the success rate nationally is 3.7%, and finally for ages
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60+ the success rate nationally is .7% success. Specifically, in Illinois of the 35,998 identified
without a high school diploma between the ages of 16-18 the success rate is 16.5%, for ages of
19-24 the success rate is 34.4%, for ages 25-29 the success rate is 16%, for ages 30-34 the
success rate is 11.8%, for ages 35-39 the success rate of 7.7%, for ages 40-49 the success rate is
8.9%, and for ages 50-59 the success rate is 4.1%, and finally for ages 60+ in the State of Illinois
the GED pass rate is .7% success.
The American Council on Education (2014) also reports nationally on ethnicity and
completion rates for GED testing. Nationally for 2013 the following rates of success on the GED
test were reported:
•

24.9% who passed the GED exam were reported as Hispanic

•

2.4% who passed the GED exam were reported as American Indian

•

2.2% who passed the GED exam were reported as Asian

•

26.4% who passed the GED exam were reported as African American

•

0.6% who passed the GED exam were reported as Pacific Islander

•

43.3% who passed the GED exam were reported as White

•

0.2% who passed the GED exam were reported as multi-racial (p. 26)

GED programs have also been studied in terms of recidivism impact. The Prison Policy
Initiative (2001) studied 16,617 individuals who earned a GED while incarcerated. The 16,617
people were tracked for 36 months after release to monitor if they were eventually incarcerated.
The report showed that “40% that obtained a GED did not return to custody at a rate of 40%
compared with 54% of inmates under 21 released with no degree” (p. 1).
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Author Hill (2015) states that with recidivism rates around 60% in the United Sates, the
Department of Justice Statistics over a five-year longitudinal study released in 2005 found that
“67.8% were arrested for a felony or serious misdemeanor and 76.9% were rearrested within 5
years of release” (p. 1). Logically, without a high school diploma, let alone vocational training or
post-secondary education, the chance to be rearrested and of juvenile offenders becoming adult
offenders is greater.

Effectiveness of the Alternative School
Colson (2010) reports that by the “year 2000, alternative schools [had] served over
400,000 kids between the ninth and twelfth grades” (p. 2). Originally, alternative schools were
established as a means to provide students with an additional path for learning. However, the
reality is that alternative schools are commonly the destination for disruptive and expelled
students. Colson (2010) states, “Alternative schools are primarily used as a substitute for
traditional schools when a student is not succeeding in the traditional environment” (p. 2).
Alternative schools have become the destination for students who not only have academic issues
but also behavior issues. Kim and Taylor (2008) discuss how alternative schools “struggle with
the negative stigma as dumping grounds or warehouses for at-risk students who have behavior
problems or are juvenile delinquents” (p. 207). Researcher Colson (2010) states that “alternative
schools started as a way to provide students with a different approach to learning; however, it
appears that they are commonly used for disruptive students that break the rules” (p. 2).
Heitzeg (2009) states, “Students who are expelled [are] deprived of educational services
and, at best, referred to sub-standard alternative schools” (p. 13). Many times, when a student is
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sent to an alternative school setting, it is seen as a method of last resort. Colson (2010) also states
that the “most common reason to send a student to alternative schooling was due to physical
attacks or fights, possession, use or distribution of drugs or alcohol, or the possession of a
weapon” (p. 2). Although Raywid (1995) states “that alternative education programs can have a
small positive effect on school performance, school attitude, and self-esteem regardless of
research design” (p. 22), he also states that alternative education programs “have been unable to
affect delinquent behavior” (p. 22).
Cox (1999) stated that generally the ineffectiveness of alternative schools “was attributed
to weak program implementation” (p. 324). Cox (1999) notes that many alternative school
programs were designed as a form of punishment for students. This type of alternative school
model based on punishment held little regard for any sort of programs or interventions. In
addition, Cox (1999) notes that this also meant that “all types of juvenile offenders, whether
appropriate or not, were being sequestered in alternative schools with no resources for
improvement.” (p. 325).
Wehlage, Rutter, Smith, Lesko, and Fernandez (1989) studied 14 alternative schools and
educational programs that were designed specifically for students considered to be at risk.
Wehlage et al. (1989) state that they have “discovered strategies that produce membership and
engagement also known at school as a community of support” (p. 4). Authors Wehlage et al.
(1989) point out that this is necessary at alternative schools because “family and other
community mechanisms are weak or nonexistent in supporting them” (p. 4).
Review of alternative school evaluations have found that “alternative schools have a
positive effect on school performance attitudes about school and self-esteem, but had no effect
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on delinquency” (Cox, Davidson, & Bynum, 1995, p. 229). The study by Cox, Davidson, and
Bynum (1995) also found that alternative schools that “target at-risk youth rather than expelled
students produced larger effects than other programs and that the more successful programs have
a curriculum and structure centered on the needs of the designated population” (p. 230).
Kemple and Snipes (2000) found that students who did not attend an alternative school
with a structured curriculum “were 1/3 less likely to drop out of school, more likely to attend
school, complete academic and vocational courses, apply for college, and have more
opportunities to set goals and reach academic and professional objectives” (p. 12). In addition,
Foley and Pang (2006) note frequent lack of contact with the home district for students and that
“only 48% of alternative schools in the country provided vocational education to their students”
(p. 18).

Frequency of Expulsions and Arrests
Looking for research and literature that speaks specifically to the timeframe from when
an expulsion happens to incarceration yielded zero results.
After the student is expelled and students decide not to attend the alternative, drop out of
the alternative, or may not receive due process, students are left without options. Even though I
was not able to uncover specific research that speaks to the timeframe from expulsion to
incarceration the reality of incarceration is real. Many students end up in the school-to-prison
pipeline and eventually incarcerated. The school-to-prison pipeline is a phenomenon that occurs
when students are expelled and eventually become incarcerated. This next section of the
literature review focuses on this phenomenon.
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Steps of the School-to-Prison Pipeline
In Zweig’s “Vulnerable Youth” (2003), the United States Department of Education
reports that it is understandable that “high school dropouts experience considerably more
economic and social trouble than non-dropouts” (p. 6). In addition, Zweig (2003) reports that
“82% of adult prison inmates are high school dropouts and that 17% of youth, when they
eventually enter an adult prison, have not earned a grade school diploma” (p. 6).
Researcher Elias (2013) states that the school-to-prison pipeline starts in the classroom
when, “combined with a zero-tolerance policy, a teacher's decision to refer students for
punishment can mean they are pushed out of the classroom and into the criminal justice system”
(p. 39). Skiba and Losen (2016) state, “Expulsions for discretionary school violation, such as
dress code violations, disrupting class, nearly tripled a student's likelihood of involvement with
the juvenile justice system” (p. 6).
Author Pettruti (2011) states that students who are expelled suffer not only significant
disruptions in their education but can also become involved in “gangs, engage in dangerous
behaviors, and dramatically decrease their chances of successfully returning to school and
leading productive lives” (p. 1).
Beauvais, Chavez, Oetting, Deffenbacher, and Cornell (1996) summarized the severe
impact of students dropping out:
Dropping out of school truncates educational and vocational
development in ways that dramatically increase the probability of a
downward spiral into greater emotional, physical, and economic
problems, problems that create additional losses and costs and to
which some minority groups appear even more vulnerable. (p. 292)
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In addition, Kronick and Hargis (1998) list outcomes that are related to dropping out of school as
“high unemployment, high incidence of health problems, and a large demand for welfare
assistance, an increase in mental health problems, and high crime and delinquency rates” (p.
137). The Massachusetts Department of Education (2007) states, “Dropouts, particularly Black
and Hispanic men, have a shorter life expectancy than their better educated peers” (p. 50). The
Alliance for Excellent Education (2003) states, “The U.S. death rate for those with fewer than 12
years of education is 2.5 times higher than those with 13 or more years of education” (p. 5).
Crime rates for dropouts also paint a bleak picture. Harlow (2003) states, “74.5% of
America’s state prison inmates are high school dropouts, and 59% of America’s federal prison
inmates did not complete high school” (p. 3). Expanding further on this statistic, the Alliance for
Excellent Education (2003) states that “high school dropouts are 3.5 times more likely than high
school graduates to be arrested in their lifetime” (p. 4). The Alliance for Excellent Education also
states that a simple “one year increase in average education levels would reduce arrest rates by
11%” (p. 4).
Research has shown that the use of zero-tolerance polices has not impacted everyone
equally. Casella (2001) states that, as with most “get tough measures”, the “results of zero
tolerance policy have not affected all people in equal measure, and zero-tolerance laws seem to
come down the hardest on the poor and nonwhite students and communities” (p. 23). Authors
Skiba, Eckes, and Brown (2009) report that a “disproportionate number of students who are
expelled from school are from low-income families and students of color” (p. 1086). The
Department of Education Civil Rights Data Collection (2014) released that, in the 2011-2012
school year, 3,854,119, (7.8%) of all students were identified as African American, and 5,285,
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(18.1%) of all male African American students were expelled for zero-tolerance infractions.
According to Rich (2015), while “black students represented just a quarter of public school
students in these states, they made up nearly half of all expulsions” (p.1). Rich (2015) states that
in “181 Southern school districts, black students represented just under 60 percent of enrollment
on average, all of the students expelled during 2011-12 were black”.
The recent Office of Civil Rights Data Report (2014) states that in terms of school-related
arrests in the United States public school system, 45,294 arrests occurred for 2011-2012. The
report also states that of the 45,294 students, 11,262 Hispanic or Latino students made up 17.7%
of school-related arrests. In addition, a total of 12,906 African American students were involved
with school-related arrests, making up 20.3% of all school-related arrests.
On January 4, 2016, the Illinois Department of Juvenile Justice released its annual report.
In the report, the total population of male students incarcerated was reported to be 650 inmates.
Of that total of 650 male inmates, 131 were identified as White, making up 19% of the total male
population. In addition, 467 of the 650 male inmates were classified as African American,
making up 68% of the male population. Inmates who were identified as Hispanic made up 12%
of the population, totaling 91 out of the total 650.
The key assumption is that the use of zero-tolerance policies will immediately make
schools safer for all students. The American Psychological Association Zero Tolerance Task
Force (2008) states, “Overrepresentation in expulsions is consistent for African American and
minority students” (p. 854).
Skiba and Peterson (1999) point out that “minority students are on the receiving end of
exclusionary and punitive practices, and African American students are underrepresented in the
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use of milder disciplinary alternatives” (p. 4). Elias (2013) reported, “More than 70% of students
arrested in school-related incidents and then referred to law enforcement are African American
or Hispanic” (p. 40). According to Heitzeg (2009), “African Americans, while representing 17%
of the youth population, account for 45% of all juvenile arrests” (p. 6). Skiba and Sprague (2008)
state, “Race remains a significant contributor to the likelihood [of being] disciplined in school”
(p. 41). Skiba and Sprague (2008) argue that this is not because Black students are less well
behaved than their peers. They state, “If anything, black students are simply punished more
severely for less serious and subjective infractions” (Skiba & Sprague, 2009, p. 40).
In addition, Rich (2015) quoted Michael Thompson, the Director of the Council of State
Governments Justice Center, who stated “Blacks are more likely to be expelled in situations
where teachers or school leaders have discretion in determining how to respond to behavior” (p.
1). Evenson, Justinger, Pelischek, and Shulz (2009) state that when “school personnel make
subjective decisions for discipline situations, African American students are more likely to be
expelled than White students” (p. 2).
The next section of this literature review focuses on influences from peers and family,
attitude toward an education, the lure of illegal activities, fast money rather than an education,
and finally the role of teacher quality. Outside influences and an individual’s attitude about the
importance of education can play an important role in staying in school, attending an alternative
school, and not getting arrested. Additionally, while the lure to make money by illegal activities
only provides more reasons to not pursue an education, high teacher quality can provide a
counteracting effect.
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Alienation from Connections to Peers and School
Other people have an influence on attitudes, habits, and lifestyle. Researching the role
that peers play was studied to understand the role that peers play in decisions, lifestyle, and
trajectory. According to Avvisati, Gurgand, Guyon, and Maurin (2014), “Peer pressure has long
been identified as a potential determinant of people’s perceptions and choices” (p. 26).
Researchers Gifford-Smith, Dodge, Dishion, and McCord (2005) state, “Deviant peer affiliation
is a stronger predictor of delinquent behavior than variables such as family, school, and
community” (p. 2).
Students who are expelled from school may have the option to attend an alternative
school. The idea is that removing the student who is expelled from school will not only make the
school safe for the other students but also that the removal of a student from his or her peers is a
deterring factor for more misbehavior. Researchers Dodge, Dishion, and Landsford (2006) state
that “alternative educational settings have the potential for producing iatrogenic effects,
particularly when the setting is poorly managed by staff and students have regular contact with
deviant peers” (p. 128). Hall and Killacky (2008) interviewed ten inmates who were currently
incarcerated about their past experiences in school. Seven of the ten participants stated that
“hanging around with the wrong crowd was the cause of much of their trouble in school” (p. 15).
Hogue and Steinberg (1995) state, “Adolescents in low social groups are often perceived
to be aggressive and antisocial” (p. 904). Negative peer associations can also impact the
perceived importance of school attendance and thus the perceived importance of high grade
achievement. Researcher Dahlberg (1998) states that within delinquent peer groups, “negative
behavioral patterns are often modeled, encouraged, and rewarded” (p. 263). Researchers Dodge,
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Dishion, and Landsford (2006) state that “gangs, cliques, and peer groups vary in their overall
rate of deviance, but if one member of a group is deviant, there is a high probability that other
members are, or will be, deviant as well” (p. 3).
The influences of peer association can go even further than crime, family influences, and
even environment. Gifford-Smith, Dodge, Dishion, and McCord (2005) report that the large
body of literature investigating the role of “deviant peer influences on delinquent adolescents
lends support on the hypothesis that keeping company with deviant peers significantly increases
the likelihood of individual delinquency” (p. 11). This is particularly troubling because it is
during suspensions and expulsions that students are unsupervised and inevitably spend time with
other students and peers who have also been suspended or expelled.
Families are the earliest and most fundamental socialization institutions for the
development of a child; parents and parental figures provide many critical and pivotal
experiences for growing children. Archer (2008) states that failure to obtain a high school
diploma has a generational impact and that “children of dropouts are more likely to attend weak
schools, perform badly, and drop out themselves (p. 1254). Archer (2008) labels the dropout
problem as being more of a civil rights crisis than an educational crisis.
According to Russell Rumberger (2011), “family background is widely recognized as the
single most contributor to school success” (p. 13). Astone and McLanahan (1991) state that
“students whose parents monitor and regulate their children’s activities, provide emotional
support, encourage independent decision making, and are generally involved in their schooling
are less likely to drop out of school” (p. 313). Parents who have more resources to dedicate to
education and the educational attainment of their children will have a stronger positive influence
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on their children. Rumberger (2011) states, “parental income, for example, allows parents to
provide more resources to support their child’s education, including access to better schools,
afterschool and summer school programs, and more support for learning within the home” (p.
14).
Dubow and colleagues (2006) researched education levels of parents and the impact of
the parents’ educational level on their children’s lives and occupational success. Dubow et al.
(2006) “examined the prediction of educational and occupational attainment in middle adulthood
from parental education along with a variety of other education contextual and personal variables
assessed in middle school” (p. 10). What Dubow et al. (2006) discovered was that “parental
education measured in middle childhood accounted for educational and occupational success for
children at the age of 48” (p. 10). In addition, the parental education level’s effect on children
was closely scrutinized as to if and when parents’ educational levels matter. Dubow et al. (2006)
state that there is a correlation from “higher levels of parental education to higher levels of
optimistic educational aspirations or educational attainment” (p. 10) for their children. Their
research results show that the benefits of parents’ education level when a child is young have
positive impacts on educational level and occupation status, but the positive benefits seem to be
mediated through “adolescent aspirations and educational attainment in contrast to the long-term
effects of the child personal variables,” such as I.Q. and aggression (p. 12).
While research is abundant on the impact of maintaining negative peers and the impact of
negative peer influence, I was not able to locate any sources or research that spoke directly to
students’ perceptions on the removal from school and the severing of ties from peers. In addition,
I was not able to locate any research that speaks to how school expulsions and incarceration can
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potentially leave students without positive peers or positive peer support. In contrast, what I was
able to uncover was the role played by the students' perceptions of alienation and lack of
connectedness to teachers and schools. This specific research does discuss the issues of teacher
quality, negative educational experiences at both the public and alternative schools, and the
regret of poor negative educational attitude in the past. These issues can impact students’
perceptions of school, teachers, and the decision to stay enrolled or drop out.
The important role that peers play, both positive and negative, cannot be overstated. The
data I collected showed that the participants lost track of their friends either before or after
expulsion or incarceration. Peer influence can help shape and motivate, but the data from the
interviews painted a picture that peers played a diminished role in the lives of the participants.
Steinberg, Chung, and Little (2004) states, “Delinquent youth show poor adjustment as adults
and have trouble achieving traditional markers of success” (p. 2). Steinberg, Chung, and Little
(2004) also state that “the quality of intimate friendships with peers contributes to mental health
and adjustment” (p. 5).
In addition, another unintended consequence of zero-tolerance policies is the issue of
alienation. This alienation can be realized as removal from peers and severing of the bond
between school and student. According to Brown (2007), research on how “students as
individuals are affected by school expulsion is also thin” (p. 439). The perceptions that students
feel after expulsion can linger as peer associations can be splintered when students are expelled.
Skiba and Noam (2002) state that students “often experience expulsion as alienation, anxiety,
rejection, and breaking of bonds” (p. 856). Schulz (2011) states, “As early as kindergarten,
students report perceptions of not connecting and being alienated from the school” (p. 75). The
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implications of the perceptions of alienation also go far beyond poor grades. Schulz (2011)
reports that the perceptions of alienation can lead to “increased truancy, absenteeism, gang
activity, violence, poor grades, and school non-completion” (p. 75). Dunn, Chambers, and
Rabren (2004) interviewed students who had dropped out of school. These students spoke to
what factors would have influenced their decisions to return to school and what changes would
have positively impacted their return. Dunn, Chambers, and Rabren (2004) report that“64% of
the respondents reported that a change in “their attitude and work habits” would have help them
stay in school (p. 111).
Issues of students dropping out of school also foster perceptions of alienation and
diminished or severed bonds between students and the school. Considering the exclusionary use
of zero-tolerance policies, particularly for minority students, the expulsion for zero tolerance can
be the final push a student needs to sever ties with the school and remove oneself from peers.
Skiba, Simmons, Staudinger, Rausch, Dow, and Feggins (2003) state, “Students who are
expelled from school are in effect provided increased time to spend with antisocial peers, and
less likely to be attached to school” (p. 28). According to research by Sekayi (2001) “Students in
an alternative school felt ostracized by and resentful of being pulled out of the regular school
environment” (p. 420). In addition, Skiba and Noam (2002) note that students often process and
experience an expulsion as a rejection.

Educational Attitude Then and Now
Findings in Arum and Beattie’s (1999) research were that the high school years can be a
significant time in a student’s life. The roles that a student plays in his or her high school years
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can be pivotal and a turning point for youth. Arum and Beattie (1999) argue that the formation of
bonds of attachment between “conventional activities and an engaging curriculum” can aid in
students “staying enrolled, active and engaged in schools” (p. 5). In addition, researcher Gratz
(2006) states, “Not only are children’s educations influenced by the personal, educational
background of their parents, but these personal experiences are highly connected to their
economic background” (p. 5). The connection between education and economic factors can
greatly influence how much time is spent by the parent involved in his or her child's education
and also how much time the parent may spend at work. Gratz (2006) states that “this leaves less
time for them to spend time reading to their children, resulting in poorer economic performance.
Parents’ behavior that was indifferent or neglectful also was correlated to negative school
outcomes” (p. 5).
Negative beliefs and actions by the parents can influence the student’s perceptions about
school as well. Parents who have struggled in school may have a negative attitude about
education from their own experiences. These negative perceptions and experiences can then
influence the perceptions, motivations, and academic success of their children. Davis-Kean
(2005) states that parents’ beliefs about education are a strong predictor of academic success for
their children. Davis-Kean (2005) states, “Parents’ educational expectations had both direct and
indirect effects on children's academic achievement” (p. 303). Davis-Kean (2005) performed
research on how parental beliefs impacted the learning of children compared to factors such as
income level across demographics of parents by race. The research by Davis-Kean (2005) argues
that, especially for African American parents, their beliefs about education were even more
influential than the income level of the research participants. Davis-Kean (2005) points out that,

44
for African American students, “the relations of both parents’ educational attainment and family
income were related indirectly to children’s achievement through the parents’ educational
expectations” (p. 301).
Bridgeland, Dilulio, and Morison (2006) cite that 74% of the respondents in their research
stated that if they “were able to relive the experience, they would have stayed in school” (p. 4).
Bridgeland, Dilulio, and Morison (2006) report that “a lack of connection to the school
environment, a perception that school is boring, academic challenges, and the weight of the real
world” are factors that impact students dropping out (p. 1). In addition, Hall and Killacky (2008)
discuss the theme of regret. Authors Hall and Killacky (2008) note from their research data
collected about regret of not taking advantage of quality teachers that “they wish they had taken
advantage of the good teachers that were in place, they wish they had made wiser choices rather
than selling drugs or participating in gang activity” (p. 311).

Appeal of the Street vs. Education
Attempting to identify the exact reason why students drop out is a difficult task. Berktold,
Geis, and Kaufman (1998) state that a study of dropouts from the National Educational
Longitudinal Study of 1998 reported that 8th graders who drop out identified a variety of reasons
(p. 15):
● 77% cited school-related reasons for dropping out
● 34% cited family reasons for dropping out
● 36% cited work-related reasons
● 46% cited they did not like school
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● 39% cited they were failing classes
● 29% cited they could not get along with teachers
● 27% cited they had to get a job
Rumberger (2011) states that “a number of studies have examined the reasons students
report for leaving school” (p. 156). Rumberger (2011) reports that data collected in 2005 studied
four groups from Baltimore and Philadelphia. The study examined a racially diverse male
population of students between the ages of 16 and 24. A total of 467 individuals were
interviewed, and they provided insight as to why they dropped out of school (p. 156):
● 88% reported that they had passing grades of C grades or higher.
● 58% reported they had only two years left to complete for graduation.
● 66% stated they would have worked harder if expectations were higher.
● 81% now realize that graduating high school is important for success.
● 74% admit they would stay in school if they could do it over.
● 47% stated classes were not interesting.
● 43% stated that they missed too much school and could not catch up.
● 38% stated they had too much freedom and not enough rules.
● 35% stated they were failing classes.

Perceived Importance of Teacher Quality
The idea that quality teachers improve academic success is not a new concept. Consensus
is that quality teaching helps students, but what defines quality is difficult to agree upon.
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According to Harris and Sass (2008), “Despite decades of research, however, there is no
consensus on what factors enhance, or even signal teacher quality” (p. 2). Klem and Connell
(2004) state that literature about what conditions contribute to student success includes “high
standards for academic learning and conduct, personalized learning communities amongst staff
and ongoing support” (p. 262). This portion of the literature search focused not only on teacher
quality but also how relationships with students and student satisfaction with teachers can help
improve motivation and attachment to a school. Klem and Connell (2004) state that “students
need to feel that teachers are involved with them that adults in the school know and care about
them” (p. 262). Quinn, Poirier, Faller, Gable, and Tonelson (2006) report that alternative schools
need to “create a caring, non-authoritarian approach to teaching” (p. 16). The authors also state
the need to create learning competency may support student success.”
Research has shown that students who feel cared for, respected, and that teachers were
there for the well-being of the students are more motivated and engaged. In addition, Bridgeland,
Dilulio, and Morison (2006) state that only 56% of participants in their research said “there was
a staff member or teacher who cared about their success” (p. 4). Author Hallinan (2008) reports
that research demonstrates that “stable, positive interactions with one or more persons are
essential for healthy socio-economic development” (p. 272).
Researchers Roorda, Koomen, Spilt, and Oort (2011) state, “the quality of teacher student
relationships (TSR) has been shown significantly associated with students’ social functioning,
behavior problems, engagement in learning activities, and academic achievement” (p. 20).
Roorda, Koomen, Spilt, and Oort (2011) studied the teacher-student relationship by performing a
meta-analysis of the impact that teacher behaviors have on student outcomes. Roorda, Koomen,
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Spilt, and Oort (2011) studied 129,423 students and an estimated 2,825 teachers. Their findings
show that “relationship associations between teacher and student impacted both positively and
negatively (Roorda, Koomen, Spilt, & Oort, 2011, p. 36). In addition, Roorda, Koomen, Spilt,
and Oort (2011) stated from their research that “teacher student relationships were more
important for children who are at-risk, in particular for children from disadvantaged economic
backgrounds and children with learning difficulties” (p. 41).
Summary
The literature review played a tremendous role in the construction of the research
questions. The first research question asks what education opportunities are available after an
expulsion. The second research question studied what factors influence an individual to take
advantage of, or not take advantage of, the educational opportunities after an expulsion. I was
looking for literature that explained to the readers what options a student has after an expulsion
and why they may or may not pursue these options.
I easily located topics under the school-to-prison pipeline, statistics on school expulsions,
and dropping out of school. These topics logically make sense as to why an expelled student
does not pursue an education after expulsion if they are incarcerated. In contrast, topics such as
due process, students’ desire to return to their home school, and influences on why students do
not pursue an education after an expulsion for zero-tolerance infractions yielded scant literature.
I hope that the literature for this research which yielded few resources can help fill in the gaps of
the literature as to what education opportunities are available after an expulsion and why an
individual may or may not pursue these options after an expulsion.
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The next chapter will discuss the methodology used for this dissertation. Chapter 4 will
discuss the results from the participants’ interviews and research, and Chapter 5 will present a
discussion by research question, conclusions, recommendations, implications, and future
research.

CHAPTER 3
METHODOLOGY

Introduction
This research studies the impact that zero-tolerance expulsions have on now-incarcerated
individuals. Specifically, this research looks at the educational opportunities these individuals
have after an expulsion and why they may or may not take advantage of these opportunities. This
chapter details the qualitative methodology that I used for this specific research. This chapter
also details the steps I executed to obtain full Institutional Review Board compliance, the
construction of the interview protocol, and a historical perspective on the creation of the Illinois
Department of Juvenile Justice in Illinois. In addition, I detail how participants qualified and
were identified for this research. I also explain the need for an interview format to collect the
data and how the framework of critical race theory shaped the interview questions and data
interpretation.
I also explain the steps that were taken to complete the transcription of the interviews and
notes, the coding and analysis of the interview data, the procedure to create a matrix to interpret
the data from the interviews, and how the creation of the themes were shaped from the interview
questions. In addition, I explain the need and procedures taken to establish and maintain
reliability, credibility, dependability, conformability and triangulation, and establishing an audit
trail for this research.
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Interview Question Development
The intent of the interview questions was to allow me to ask the same question to the
research population while also allowing the participants the opportunity to add more information.
According to Turner (2010), an open-ended interview question “allows the participants to fully
express their viewpoints and experiences” (p. 755). Considering this, I constructed the interview
questions and shared the questions with employees of IDJJ who work with the individuals
presently incarcerated. I asked for feedback from Mrs. Sharon Konopka, a youth counselor; from
Ms. Amy McGivney, an instructor for the Illinois Department of Juvenile Justice; and from Ms.
Natasha Dillard, a security guard specialist. The feedback they provided is located in Appendix
E, Appendix F, and Appendix G respectively.
I was able to take the feedback from the employees of the Illinois Department of Juvenile
Justice and make changes to help the participants understand the intent and meaning of the
questions and allow the participants to tell their stories and feel safe. For example, instructor
Amy McGivney suggested:
Just know, they will not care that you are gathering information to help someone else.
What is in it for them? If you do not tell them ahead of time, have a general statement
ready for those who ask what this is for. They may have no clue what a research project
from any college means (Appendix F).
I had one of the research participants ask why they should participate when I met with the
participants to collect the data.
One of the candidates asked what they would be getting out of participating, considering
they would not be paid or compensated in any manner. I stated that the main reason for this
research, and why they should participate, was that I hoped schools would consider the results of
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this research before executing an expulsion for zero-tolerance infractions and that this study
could potentially keep others, including their own family members, out of prison one day.
Because of the feedback from the instructor from the Illinois Department of Juvenile Justice, I
was prepared and my response helped tremendously with the data collection. The expertise and
experiences of these three employees helped me better understand how to speak, explain, and
clarify the questions to help the participants be at ease and help the collection and quality of the
data transcribed.

Institutional Review Board Protocol
Because I wanted to interview subjects who were presently incarcerated, full IRB review
from Northern Illinois University was necessary. After initially meeting and seeking approval
from the IRB, changes had to be made to the interview questions and to the demographic
checklist before full board review would be granted. The main recommendation from the IRB
was to change the interview questions so that the participants would never be in danger of
disclosing their identities or be incriminated for any other crimes. The only change needed on the
demographic worksheet was to remove questions asking whether the participant had any children
or was affiliated with any gangs. I had to then re-apply for approval for full IRB Approval.
After full IRB approval was granted, I contacted the Illinois Department of Juvenile
Justice youth facility in St. Charles, Illinois, and then provided the facility with a copy of the IRB
acceptance letter along with a copy of the interview questions and demographic checklist.
When I met with the research participants, I explained to them that their identities were
protected before, during, and after the interviews, and how to contact the Northern Illinois
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University Office of Research Compliance if they had questions relating to the interview and
study. I also explained to the participants that I would not now nor ever need access to their
school records.

Interview Protocol
I initially started the process of being granted access to the Illinois Youth Center in St.
Charles by calling the superintendent (warden) of the facility and discussing the intent of the
research, what I was attempting to accomplish, and ultimately how I could be granted access to
conduct the research. I was asked to speak directly to the chief of staff for the director of the
Illinois Department of Juvenile Justice. After the interview and protocol documents were
reviewed, a conference call was set up with me, the chief of staff, the chief counselor for the
students, the superintendent of Illinois Youth Center in St. Charles, the head of security, and the
principal of the school at the facility in St. Charles, Illinois. I emailed the research questions, the
letter of approval from the Institutional Review Board from Northern Illinois University, a list of
demographic characteristics needed to be met by participants, and a copy of the questions for the
interview (see Appendix A and Appendix B).
During this conference call, I explained each of the documents that had been emailed and
indicated that this particular research would require the chief of counseling to identify youth,
regardless of race, who met the qualifications set forth for participation by the research protocol.
After a potential population number was identified, the head of counseling approached each of
the potential participants and explained what I intended to discover; what interview questions
would be asked; that participation was not mandatory; that their identity would not be revealed
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before, during, or after their participation; and that repercussions for participation or
nonparticipation would never occur. For interested candidates, a date was established for me to
enter the facility and meet with these potential participants to discuss procedures, safeguards, and
why the research was important. I was contacted by the facility in St. Charles by phone, and a
date was confirmed to enter the facility. The only stipulation was that the date for the meeting
with the potential research participants would be the same day for all the interviews to occur.
I explained the need to first meet with the counselor of the potential research candidates
in order to review procedures and protocol. This meeting took place over the phone, and the
counselor for all potential research candidates was one person, so only one such meeting would
need to take place. Copies of the regulations, safeguards, and documents that required signatures
are located in Appendix A.
During this phone meeting with the counselor, a date within two weeks was chosen by
the counselor to identify any possible candidates who met the participation requirements and for
the counselor to have met with them to seek their tentative agreement to participate. At this
point, I provided the script for the counselor to use to speak with the potential candidates.

Population and Participant Demographics
In 2005, the Illinois Department of Juvenile Justice and the Illinois Department of
Corrections were under the same department and essentially under the same umbrella of the
Illinois Department of Corrections (IDOC). In 2006, the two departments were split into separate
departments and the Illinois Department of Juvenile Justice was formed. Essentially, the Illinois
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Department of Juvenile Justice was created to establish an environment where a rehabilitative
setting was the norm.
According to the April 2016 report from IDJJ there are presently 431 youth incarcerated
in the now six juvenile facilities in Illinois. Drilling down further, of the 431 youth incarcerated
as of April 2016, IDJJ reported to having 421 males and 14 females incarcerated with the
average age of 17.43. In addition, IDJJ reports that as of April 2016 African American youth
make up 63.1% of the total population, Hispanic youth make up 13.8%, and White youth make
up 23% of the total population. The facility in St. Charles, Illinois, where this research was
conducted reported 226 inmates in April 2015, with a reported 74% identified as African
American, 17% Hispanic and 9% as White.
According to the John Howard Association, the cost of educating an incarcerated youth
does vary from facility to facility. According to the John Howard Association (2011) monitoring
visit to the youth facility in Warrenville, Illinois, for 2014 the cost of educating an incarcerated
youth was $208,377 for one year.
Of the six candidates, who would eventually become participants, none had a high school
diploma, five were 18 years old and one was 20 years old when the interviews occurred, and all
would be self-classified as a minority. Specifically, one declared himself as African American,
one other participant declared himself to be bi-racial of African American and Hispanic descent,
and the remaining four declared themselves to be Hispanic. None of the six participants had an
IEP. Each participant had been expelled at least once, and three of the participants had been
expelled twice from public schools.
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Even though all of the participants had an 8th grade diploma, only one of the six
participants had accumulated any high school credit. All six participants had been expelled at
some time during their freshman year of high school. The lone participant who had accumulated
high school credit reported having 16 high school credit hours, and the remaining five
participants had each earned zero high school credits. The demographic checklist that I created
from the students’ records also revealed that only one of the six participants had completed a
GED program.
I was contacted by the counselor and informed that eight potential candidates had been
identified. After the potential candidates had met with the counselor, only six agreed to meet
with me. I was informed that one participant refused to even meet with the counselor, and one
other candidate was in confinement, so the potential research participants were reduced to six. A
date was set over the phone for me to enter the youth facility to meet with the potential research
candidates and conduct the interviews.
The meeting with the potential participants took place in the head counseling offices, and
I was able to meet in a conference room with all six candidates who indicated they might be
interested in participating. I sat at the end of the table, the head counselor was in the room off to
the side, and the potential candidates were seated at the sides of the table. I started the meeting
by explaining who I was, why I was there, what I was attempting to study, how privacy would be
maintained, and that participation would not be mandatory, nor would compensation be given or
discussed. After I discussed these items, I asked if any of the potential candidates had any
questions before they decided to participate. One question was asked. One potential candidate
asked what they would be getting out of participating, considering they would not be paid or
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compensated in any manner. I stated that the main reason for this research and why they should
participate was that I hoped schools would consider the results of this research before executing
an expulsion for zero-tolerance infractions and that this study could potentially keep others,
including their own family members, out of prison one day.
At that point, all six of the potential candidates agreed to participate. I asked that each
candidate be called into the counselor’s office to go over the confidentiality for each candidate
and to secure signatures from the participants. With only six participants, I asked which
candidate would like to volunteer to go first. After the first participant volunteered, the remaining
five participants returned to class and would return separately to the counselor’s office for the
individual interviews.
When each participant entered the office for the interview, I asked if his counselor
needed to be in the room to make him feel at ease. I began each interview with the exact same
script, and signatures were secured. In addition, I asked each participant before the first interview
question was asked if he wanted to withdraw before starting. I asked a list of approved questions
in the exact same order to each participant. I met with each participant in the counselor’s office,
and the counselor did not sit in on any of the interviews because each participant had indicated
the counselor’s presence was not needed. I made sure that each candidate was simply labeled
Interview #1 through Interview #6; participant names were not used. A copy of the interview
questions is in Appendix D.
I was able to record all the data from the interviews as per the Northern Illinois
University Institutional Review Board agreement. I was able to take notes during each of the
interviews, ask follow-up questions, and complete each interview in approximately 60 minutes. I
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took a break of 5 to 10 minutes between interviews. After each interview was concluded, I made
sure that the participants’ signatures were secured. In addition, I made sure each participant had
an opportunity to ask questions, and every participant received information on how to contact
either Northern Illinois University or me directly. It should be noted that I purchased a cell phone
for the purpose of this research in order to give the participants a phone number for contacting
me rather than using a personal number. At the conclusion of the interviews, the counselor and I
met briefly to discuss how the interviews went and to ask any follow-up questions. It was at this
point the head counselor provided a completed copy of the demographics checklist for each
participant.
Upon returning home from the interviews, I began reviewing the notes from the
interviews in an orderly and organized fashion. Before this review began, I secured the
demographic information that was collected by the counselor from the participants’ records using
the demographics worksheet that I had constructed. This information would later be stored in a
fireproof safe that I had purchased for this purpose. All protocols and procedures from the IRB
agreement were followed.

Why an Interview
I elected to use the format of a sit-down interview rather than a questionnaire. The idea of
a phone interview was not the best course, as I wanted to sit down with each candidate so that I
could explain, ask follow-up-questions, and have the opportunity to spend time with each
participant.
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I also felt validated by selecting an interview format because the research is a qualitative
study. Qualitative research and interviews work well because an interview is far more personal
than a mail or email survey. In addition, both qualitative research and interviews are heavily
reliant on verbal accounts and statements, especially where the opinions and specific accounts
need to be recalled. In addition, standardized open-ended questions was used. Each participant
was asked only questions that were approved by the NIU IRB. Standardized, open endedquestions were used so that the research participants could fully answer, explain, and reflect on
their experiences. In addition, the use of standardized questions was for two specific reasons.
One, I wanted to be completely compliant with the questions that were approved by the NIU
IRB. Second, I wanted to ask the same questions in the same format and in the same order.
I am a former employee of the same juvenile detention center where the interviews were
conducted. This fact is important because I had received extensive training in how to speak to
incarcerated individuals, how to calm individuals who may become agitated, and in what tone of
voice the interview questions should be asked. The interview questions were crafted to be nonjudgmental and to allow the participants to explain their perceptions, actions, and opinions and
so that my training could help me respond to any situation.
According to Dexter (1970), three variables in every interview situation determine the
nature of the interactions: “the personality and skill of the interviewer, the attitudes and
orientation of the interviewee, and the definition of both of the situation as well as the type of
information that obtained from an interview” (p. 24). I did not experience any difficulty in
developing rapport due to my past experience. I was completely honest about the intent of the
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research and why the research was important and sensed no discomfort on the part of any
participant at any time.

Framework
The construction of the interview questions was an important part of this research. I
attempted to move beyond constructing interview and research questions. I had selected a
theoretical framework of critical race theory because I was looking to understand the role that
race might have played in the participants’ expulsions and eventual incarcerations. Critical race
theory is the basis of a movement that studies and attempts to transform the relationship between
race and power by examining the role of race and racism within views of equality and law.
Examining the problem of zero-tolerance expulsion and its educational impacts through the lens
of critical race theory provides a setting in which to examine the educational realities that are
associated with these expulsions. The research participants who told their stories and uncovered
and relayed their perceptions will allow the reader to understand and empathize with what the
participants have seen and experienced.
The interview and research questions were crafted with and influenced by the framework
of critical race theory. The questions that were asked allowed me to examine the problem of
zero-tolerance expulsion by asking questions that required the participants to reflect on
experiences that influenced their past actions, decisions, and how they felt after their expulsions.
These interview questions were formulated to allow the participants to express perceptions,
attitudes, and beliefs they held about school, the value of school, and perceptions toward teachers
and alternative school settings.
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Examples of the interview questions are as follows:
JS: Did you return to the school that expelled you?
How do you feel the teachers treated you?
How do you feel that the teachers felt about you?
If you were in any trouble after you returned, do you feel you were treated
differently from other students?
These questions allowed the participants to explain how they felt, what they experienced, and
their view of events. I also studied whether or not the participants were allowed to return to the
school that expelled them and, if so, how their teachers perceived them.

Coding
Recording reflections, questions, issues, and problems that are encountered during and
after the research in a journal can help alleviate concerns regarding reliability. I kept a journal
during the interviews to record notes, potential follow-up questions, and areas to explore further
and to highlight answers by the participants. This journal functioned as an audit trail journal and
a location to record notes, codes, and areas of concern in the research.
In regard to reliability, I made sure that each set of interview questions was asked in the
same order for each participant. The issue of reliability was also addressed when I had the initial
meeting with all of the research participants. In that meeting, I verbally reviewed the research
protocol, what would be asked of them if they participated, how their identity would now and
always be protected, and their ability to withdraw without penalty at any time. A complete list of
codes is listed in Appendix H of this document.
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Coding and Data
The framework of critical race theory was not simply used for the construction of
interview questions. When the interviews were concluded, I made multiple passes through the
interview data with critical race theory in mind. I studied participant responses and then assigned
a one-word code to describe the answer in terms of race and power. The research focused on the
long-term impacts of zero-tolerance. The resulting need to assign codes that are descriptive to
the participants’ perceptions and viewpoints is the marriage of interview format, construction of
interview questions, code construction, and review of results. All are infused with and
influenced by critical race theory. A copy of the codes is located in Appendix H.
After the coding was completed, I reviewed the data from the interviews. I measured the
frequency of “yes” and “no” answers to the interview questions. Considering that critical race
theory is examining ways that race fuels inequality, the data that are yielded will be paramount.
A premium was placed on participants’ opinions, experiences, perceptions, and attitudes. A
visual representation was constructed in a matrix to not only the answers to interview questions
but also the frequency of the yes or no answers. The matrix can be viewed in Appendix J.
Analysis
My predominant role was to accumulate the data for this research. Consequently, i was
careful to remain diligent and committed and to act as a facilitator without using his background
or beliefs during the research and analysis. In addition, I added time at the end of the interview to
allow follow-up questions and noted participants’ body language and the possibility that the
follow-up questions may prompt self-reflection. By providing this time, I was able to collect
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valuable information that the research participants freely volunteered. During the time for
follow-up questions, not every research participant shared information, but I made sure to
transcribe the answers from the interviews accurately.
The construction of the list of codes was developed by the technique of constant
comparison. Using the transcripts from the interviews, I made several passes and coded the
answers. The initial list of codes was made by generating a one-word code to summarize the
answer by the research participant. The initial codes list and the combined codes were
constructed using the constant comparison technique by comparing the answers after each pass.
I created 28 codes from the coding of the interview data. I then used this list of codes as
one part of the construction of themes. I was careful to make sure that the codes were defined as
to not confuse the codes with the themes.

Matrix Construction and Data Interpretation
The next step was to begin the construction of a matrix. I placed the interview questions
in the exact order in which they were asked. This was done to ensure that any patterns that might
be exposed or discovered were consistent with the order in which the questions were asked. I
decided that a color code would be used to show differences between answers and to
differentiate patterns. I began with the logical choice that six “yes” answers from the six
participants were easily a pattern. I used a color-coded system to look for patterns that emerged
from the interviews. I highlighted the row for answers from the participants where six of the six
participants answered “yes” in blue. I highlighted the row for answers from the participants
where five of the six participants answer “yes” in green. I highlighted the row for answers from
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the participants where four of the six participants answer “yes” in yellow. I highlighted the row
for answers from the participants where three of the six participants answered “yes” in salmon
pink. I highlighted the row for answers from the participants where two of the six participants
answer “yes” in grey. I did not highlight the row for answers from the participants where only 1
of the 6 participants answered “yes.” I looked at both the number of “yes” and “no” answers.
Considering that this particular research is qualitative in nature, the simple tactic of
counting responses cannot be discarded. Authors Miles, Huberman, and Saldaña (2013) state that
the hallmark of qualitative research “is that it goes beyond how much there is of something to tell
us about its essential qualities” (p. 282). Considering that this research was asking questions that
did go far beyond simply “yes” or “no” answers, the number of responses as well as the content
of the answers were used to find meaning and commonality.

Initial Creation of Themes
I needed to discover the themes that best organized and focused the literature review and
the results from the research interviews. I knew that the codes and themes presented two separate
but important tasks for the research. Rossman and Rallis (2003) state that codes “are a word or
phrase describing some segment of your data that is explicit whereas a theme is a phrase or
sentence describing more subtle and tacit process” (p. 282). A theme is different in that “a theme
is an outcome of coding, categorization, an analytic reflection, not something that is coded itself”
(p. 13). I also did not want to have too many themes. Saldaña (2009) states “The final number of
major themes should be held to a minimum to keep the analysis coherent” (p. 21).
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I printed out three copies of the interview question responses and at the end of each
question wrote a one-word term that best described the answer provided by the participant. I
performed this procedure three separate times and compared the results for each question to have
a consensus on a theme. I used the following terms for initial themes from the literature review:

● Due Process
● Return to Home School
● Alternative School
● Expulsions and Arrests
● School-to-Prison Pipeline
● Peer Influence
● Family Influence
● Educational Attitude Then and Now
● Street vs. Education
● Teacher Quality
● Demographic

After three separate passes of trying to link codes and themes, many themes linked to multiple
codes. At this point I knew the themes that were created from the data were too vague.
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Mapping of Codes and Expanded Themes
The next step was to expand the themes. Saldaña (2009) states that “if you have coded
your data with only one word codes or short phrases, transform the final list of codes into longer
phrased themes” (p. 188). This process is known as theming the data. Saldaña (2009)
recommends two strategies to theming data into themes that are too broad. I acknowledged that
the initial list of 11 themes was vague, broad in nature, and would present difficulty in
elaborating on their meaning. Saldaña (2009) recommends, “adding the verbs “is” and “means”
after the initial created themes. Saldaña (2009) states that expanding the theme will create “more
substantive and evocative […] writing” (p. 188).
I then used the 11 initial created themes and expanded them to help link codes and
themes. Using the recommendations by Saldaña (2009), I created the following more accurately
defined themes:
● Effectiveness of Due Process means whether or not the participant
received information on his academic options after expulsion
● Desire to Return to Home School refers to a participant’s wish to return to
the school where the expulsion occurred
● Effectiveness of the Alternative School means whether or not the
participant attended or had opinions about the alternative school
● Frequency of Expulsions and Arrests means what impact the expulsion or
arrest had on the participant’s ability to continue his education
● Steps of the School-to-Prison Pipeline means the journey from school to
expulsion to prison
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● Effect of Peer Influence is the influence peers had on the participant’s
attitude and behavior
● Educational Attitude Then and Now is the impact the participant’s attitude
toward education had on their behavior
● Appeal of the Street vs. Education means whether the participant believed
he could make more money legally or illegally
● Perceived Importance of Teacher Quality is the perceptions the participant
had about teachers and teacher quality
● Pursuit of the GED Diploma refers to whether a participant had taken
steps to earn a GED
● Demographic means a description of the research participant that is
indicative of the population being studied

I then created a matrix to map the themes and the codes that were created. I wanted to
make sure that the initial themes that were created properly described one of the codes. To
accomplish this, I created a matrix to have a visual representation of codes and themes. This was
done to organize the codes and themes together and then to answer each of the two research
questions. Each code was placed vertically on the y-axis, and the themes were placed across the
x-axis. When a code was used describe a theme I placed an “X” in the corresponding cell. I
executed this process on three separate occasions and the results were consistent each time. I
then compared the map results to the initial creation of themes in codes. This was done to ensure
that the theme and the code were indeed similar in description and intent. I performed this
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operation of linking codes to themes three separate times. When the final version of the map was
created, I then had a clearly defined representation of how each code and theme went together, as
well as how each code and theme answered one of the two research questions. The map that was
created is located in Appendix K.

Content Validity
The content validity was performed by me working with a counselor, a classroom
teacher, and a security specialist from the Illinois Department of Juvenile Justice in St. Charles,
Illinois. The interview questions were sent to Sharon Konopka, who is a counselor for the Illinois
Department of Juvenile Justice; Natasha Dillard, who is a juvenile justice specialist; and Amy
McGivney, who is an instructor in the Illinois Department of Juvenile Justice. I wanted to have
input from individuals who could help provide feedback, suggestions, and additions or deletions
for the interview questions. I emailed the individuals who had agreed to help and then made
adjustments in the questions. Clause (2015) states that content validity is “how accurately an
assessment or measurement tool taps into the various aspects of the specific construct in
question. In other words, do the questions really assess the construct in question, or are the
responses by the person answering the questions influenced by other factors?”
The contents of the emails and correspondence from Konopka, McGivney, and Dillard
are provided in Appendix E, Appendix F, and Appendix G, respectively.
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Reliability
Reliability refers to the extent that research, testing materials, or results of any type can
be replicated. Because human behavior is never static, the case for reliability and replication in a
qualitative study is elusive at times. Merriam (2002) points out that “the key to understanding
qualitative research lies with the idea that meaning is socially constructed by individuals in
interaction with their world” (p. 3). The more important question to be asked is whether or not
the results of qualitative research are consistent with the data collected during the research and
study.
I was able to interview every participant individually in one day. I believed that the
sooner the handwritten notes could be converted into an organized and accurate collection of
thoughts, the better. Not only would this ensure the accuracy of the process, and thus of the data
for the research, but it would help in ensuring validity and reliability.
Merriam (2002) states that in qualitative research “data analysis is simultaneous with data
collection” (p. 14). It is a wasted opportunity for any researcher to wait to begin data analysis
until after all data is collected. I began the data analysis as soon as the data collection began by
starting an audit trail. Dey (1993) states, “While we cannot expect others to replicate our
account…the best we can do is to explain how we arrived at our results” (p. 251). The audit trail
describes how a researcher came about the results that were reported, how the data were
collected, how any individual categories were determined, and how the decisions I made came
about during the study. The process of keeping an audit trail can be streamlined by keeping an
audit trail journal.
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In regard to reliability, I made sure that each set of interview questions was asked in the
same order for each participant. The issue of reliability was also addressed when I had the initial
meeting with all of the research participants. In that meeting, I verbally reviewed the research
protocol, what would be asked of them if they participated, how their identity would now and
always be protected, and their ability to withdraw without penalty at any time.

Credibility
Lincoln and Guba (1985) state that research credibility is established when the researcher
is able to “precisely and accurately depict the perceptions of the research participants” (p. 76). In
addition, Denzin and Lincoln (2000) state that the use of field notes and accurate in-depth
interviews is essential and they direct researchers to always be diligent about document analysis.
They recommend these actions because they are essential for a credible study.
I created a journal to keep field notes in. This was not only to record the answers from the
questions but also to make notes in the margins of the recorded answers and to make small
symbols and notes to reference later in the coding process.

Transferability
Transferability is achieved when a researcher is able to relate and transfer his or her
results to other comparable cases or other research. Lincoln and Guba (1985) state,
“Transferability may be thought of being as parallel to external validity or generalizability” (p.
41). The researcher can aid the quest for transferability by providing rich, elaborate, and accurate
descriptions of his or her study. These results can be stored and/or recorded in a journal to
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include more than the answers to the questions that were asked in the research. Recording the
interviewee’s motivations, stories, strategies, intentions, and body language adds to the research
and uncovers true perceptions and emotions that go beyond the research questions that were
asked. Lincoln and Guba (1985) state that the “major technique for establishing the degree of
transferability is a thick description” (p. 241). Readers need to believe that the results they read
are measuring what the researcher intended to measure. To this end, this study’s participants
were all asked the same exact questions in the same exact order.
As a researcher, I made sure to take accurate notes, to make field notes, and to review and
reflect at the end of each interview. This not only gave me time to ask any follow-up questions
but also provided a moment for the participants to further explain anything they would want to
discuss. This was done to ensure that I had all the information not only from the approved
research questions but also from any follow-up questions or areas that I could circle back to and
revisit.

Dependability
According to Lincoln and Guba (1985), dependability occurs when a researcher is able to
establish a logical and easily understandable and traceable audit trail of items such as the “raw
data from a questionnaire, all transcripts and/or recordings, note cards, summaries, notes, pilot
studies, journal and journal notes, and obviously the questionnaires used throughout the study”
(p. 318). Dependability also occurs when a researcher generalizes a study for comparing and
contrasting it to similar cases.
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In this particular research, the study responses uncovered areas of interest and importance
that I had not considered. The responses during the interview touched on the topic of teacher
quality and on how expulsions may have led to eventual incarceration. In addition, the
participants seemed comfortable in providing candid answers, and the potential worry of
upsetting any of the participants never surfaced.
The assessment of dependability involves a number of steps. Authors Lincoln and Guba
(1985) report that an auditor is concerned with the “appropriateness of inquiry decisions and
methodological shifts” and whether these shifts are “identified, explicated, and supported” in the
research (p. 324). In addition, factors such as the Hawthorne effect, the Pygmalion effect, and the
level of sophistication of the researcher need to be assessed and guaranteed. In addition to
reviewing the topic of triangulation of data, the researcher must also review decisions made
about data sampling.
I made sure to ask follow-up questions and created an atmosphere where the research
candidates were given every chance to clarify and be honest. At one point, I asked a participant
to be sure not to say what the participant thought I wanted to hear. I also made sure that there
was never a display of judgment in my tone of voice, body language, or other means. I made sure
that I did not place any more emphasis on one question than another, nor did I try to draw any
answer from a participant. I made sure that when I initially met the research participants, all
protocols and procedures were followed and the reasons for this research were explained.
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Conformability and Triangulation
Seale (1999) states that conformability is the degree to which research findings can be
confirmed or corroborated by others. Using the technique of triangulation and keeping a journal
are two methods that are suggested by Lincoln and Guba (1985). These two suggestions not only
ensure conformability but also work as a dovetail into the process of triangulation. Researcher
Bryman (2015) states “triangulation entails using more than one method or set of data in the
study of the social phenomenon” (p 386). I made sure that all notes and data from the interviews
were legible and organized. This not only ensured that the data has a clean audit trail but also
that triangulation was easily performed.

Audit Trail
The concept of establishing an audit trail can be credited to Edward S. Halpern, who
completed his dissertation in 1983 at Indiana University on the topic of conformability. The
major tenet of Halpern’s research is that an audit trail cannot be established without influence
from the inquiry itself, just as an audit that is executed in the business world cannot be
established without recording the transactions. In addition, according to Bowen:
A researcher needs to collect and follow six (6) essential steps and factors to
ensure conformability: collection of the raw data, collection of the process notes,
data reduction and analysis products, data reconstruction and synthesis products,
collection of the materials relating to the intentions and dispositions, and then
finally the development of the research instrument. (p. 319)
Collecting the raw data in one sitting, while exhausting in nature, gave me a hard deadline not
just to collect the process notes but also to set a perfect scenario to begin the coding process
while the data was fresh in my mind. All of these steps were followed and executed to form a
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quality audit trail. This audit trail was constructed so that when needed, the records could be
revisited as needed to ensure accuracy when the data was recorded and reported.
Summary
The intent of this research was to uncover what educational opportunities individuals
have after being expelled for zero-tolerance infractions and why they may or may not take
advantage of these opportunities. This chapter described the qualitative methodology that was
used to answer the problem statement and the research questions. I utilized an interview format
to collect the data for this research. I also depicted for the reader the process and necessity to
secure full IRB approval for the research participants.
This chapter also outlined the process that was utilized to transcribe the interview
responses by participant, the technique that was used to review the interview results, and the
process of coding the data from the interviews. This chapter also described for the reader the
process that I used to create the themes from the interview responses.
I also indicated for the reader the construction of the matrix, how the interview results
were placed in the matrix, and how I interpreted the results from the matrix. In addition, I noted
for the reader the process and need to create and maintain reliability, credibility, transferability,
dependability, conformability, and the use of an audit trail for the data of the research.
Chapter 4 will describe for the reader the results that were uncovered from the research.
Chapter 5 presents a discussion by research question with conclusions, recommendations, and
implications for future research.

CHAPTER 4
RESULTS
Introduction
The interviews that the participants volunteered for are the lifeblood of this research.
When the participants agreed to take part in this research, their answers became the study’s core
data. I studied what educational opportunities these individuals have after an expulsion and why
they may or may not take advantage of these opportunities. This chapter studies the results of the
interviews I conducted with the participants. Specifically, the chapter describes the results of the
coding scheme and procedures for the first and second passes. This chapter also details the
results of the matrix from the interviews and the creation and results from the creation of the
themes from the interview questions.
The chapter also describes for the reader the results from the demographic worksheet and
how each theme that was created helped answer both of the research questions with data from the
matrix and direct quotes from the participants. In addition, the research provides for the reader
individual data and direct quotes from each of the six participants.

Coding Scheme: Coding Procedures for the First Pass
After the completion of the interviews, I looked to build the codes. I made sure that all of
the interview data from the questions were transcribed from the interviews of each participant. I
printed out a clean copy of the interview questions for
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each of the six participants to transcribe the interview question answers from the notes that were
taken. I then began to write down the answers provided from the field notes after each interview
question. I was careful to make sure any follow-up answers or notes that were written down were
included in the transcription. I did this for every participant interview three separate times on
clean copies and reviewed the results of the transcription process from the field notes to the
interview questions.
After this was completed, I read each question that was asked to each participant and then
read the transcribed interview answer supplied by the participant. I then wrote a one-word term
that best described the answer provided by the participant. These initial one-word codes are:
AG: Age of participant
CLG: Parent attended college
DPM: Given due process meeting after expulsion
DSG: Dropped out or stopped going to school either public or alternative school
EAE: What did participant do for an education after expulsion?
ETP: Participant believes expulsion led to prison
FALS: Perceptions about alternative school
FAS: Perceptions about school while enrolled in public or alternative school
FAT: Perceptions about teachers in public or alternative school
FML: Family reaction to expulsion
FRD: Fired from job before or after expulsion
FRN: Friends/peer influence on participant in or out of school
GMS: Participant graduated middle school
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GRAD: Participant graduated elementary school
GRADHS: Participant graduated high school
GS: Was a good student in public school or alternative school
GWE: Grade when expelled
JBS: Had a job before or after expelled
LTP: Long-Term Plans after release from incarceration
NGRE: Participant never graduated elementary
NGRHS: Participant never graduated high school
PTR: Planned to return to home school that expelled participant
SIB: Siblings’ level of education completed
TAR: Number of times arrested
TD: Treated differently by teachers after expulsion
TE: Number of times expelled
TFT: Treatment from teachers in school after expulsion
TMA: Time after expulsion and before being arrested
UFS: Did the participant see a use for school before incarceration?
Examples of First-Pass Coding
I repeated this process for each participant three times. An example of this process of the
first pass of coding follows:
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JS: Do you think you could make more money by staying in school or by finding work or by
doing things on the street?
Participant 1: You can make more money on the street. No doubt, but you are not going to live
very long, and if you do, it’s a rough life. By being here I realize that I do not want to come back.
I have to survive. It is hard because you don’t make any money at school and then you go on the
street and you get money but it can go bad. Also there are more opportunities out there for you to
better your education, GED, or community college, or certain courses you could take in order to
get back to school. Even in here I’m still pushing for my education. (FAS)

JS: Can you remember how long it took from when you got expelled to when you got arrested?
Participant 1: Well I got expelled in October of last year, and I attended alternative school up
until February of this year, and I got arrested in May. (ETP)

JS: Do you think that because you got expelled from school that played a role in your eventual
incarceration?
Participant 5: Oh yes, I know it was. If I wasn't at work I was at home, I mean everyone's at work
or at school when I am home doing nothing. My brother was at school, and my mom and dad
were at work so I was just, I would tend to do whatever I wanted. Because I got guys that are
friends that don't go to school anymore, I would just see what they're doing. Mostly just go out to
the block and smoke up and do whatever. (EAE)
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Participant 6: I think it was just everything that led me to here. Being expelled in grade school
made me hate school really. When I was expelled again I didn’t care because I had been arrested
so many times I knew I would catch a case sometime, man. None of my friends were in school,
and they had money so I thought I am in too. Yeah it did, but it all went wrong fast. (ETP)

JS: Do you think that because you got expelled from school that played a role in your eventual
incarceration?
Participant 2: Without a doubt it did. I mean I was on the street, selling, stealing, and doing you
know...whatever we wanted. I had nothing else to do. I got kids of my own. I need to feed them
and I have no money and you do what you need to do...I am not a monster. (ETP)

Development of Coding Matrix
I began the construction of a matrix to create a visual representation of the participants’
answers. The next step was to take the coded interviews and place the interview questions on the
y-axis and place a check mark for a yes answer and blank for a no answer under the research
participants’ answer box on the x-axis. I also placed the numbers 1, 2, 3, 4, 5, and 6 to identify
the specific research participants’ answer with the intersecting interview question. The matrix
that was constructed from the interview responses is in Appendix J. I simplified the answers
from the participants that often went beyond a yes or no response and explanation. I used yes or
no to populate the matrix, but when it came to the details in this chapter, I expanded the
explanations whenever possible.
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Mapping Codes and Themes
According to Hesse-Bieber (2010), a goal of data analysis is to make “large amounts of
data manageable” (p. 13). I began the process by re-reading all of the participant interviews
again. This was because I knew that the transition from a list of codes to themes would come
from the interview data collected. According to Bernard (in Saldaña, 2009), “if you want to
understand what people are talking about, look at the words they use” (p. 12). I wanted to again
utilize the constant comparison strategy for the mapping of codes and themes. Bernard (in
Saldaña, 2009) states that the use of constant comparison is like “interviewing the text” (p. 3).
Below is an example of matching codes and themes.
I printed out new copies of the coded interviews from all of the participants. In addition, I
also included on the copies of the coded interviews the themes that have been further defined
from Chapter 3. After every participant-coded response I made a connecting line from the theme
to the code. I did this for every coded interview response from the participants. I also performed
this three times for every coded interview. I realized that of the 28 codes, 11 codes could be
associated with more than one theme. An example of this is provided.

Example of Codes and Initial Themes
I attempted to link the codes to the initial list of themes. The problem that arose is that
multiple themes could be assigned to coded responses from the research participants. When I
performed the coding process multiple codes were assigned to the same interview question. In
the example below, I assigned the code ETP (participant believes expulsion led to prison) to the
theme of school-to-prison pipeline and expulsion to arrest. I made the decision to initially assign
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the two themes to the code and subsequent question after reviewing the definition of the code
ETP and the literature for both themes. Delving deeper into the rationale of the code and themes
association for this specific example shows that both themes of school-to-prison pipeline and
expulsion to arrest could be associated to help describe the response to the research question. In
addition, the response by the participant could describe the expulsion leading to prison (ETP)
and the school-to-prison pipeline themes, including the theme of expulsion to arrest.

JS: Can you remember how long it took from when you got expelled to when you got arrested?
Participant 1: Well I got expelled in October of last year, and I attended alternative school up
until February of this year, and I got arrested in May. (ETP)

School-to-prison Pipeline
Expulsion to Arrests
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Mapping Codes and Expanding the Themes
I acknowledge that the initial list of 11 themes was vague and broad in nature and would
present difficulty in elaborating on their meaning. This process is known as theming the data.
Saldaña (2009) recommends two strategies to theming data into themes that are too broad.
Saldaña (2009) recommends adding the verbs “is” and “means” after the initial 11 themes
created. Saldaña (2009) states “If you have coded your data with only one word codes or short
phrases transform the final list of codes into longer phrased themes” (p. 188). Saldaña (2009)
states that expanding the themes will create “more substantive and evocative […] writing” (p.
188). I then used the initial list of 11 themes and reviewed the literature from Chapter 2 of this
research to expand the themes. I reviewed the literature review from Chapter two to refresh what
the intent of the initial themes was attempting to define. Equipped with this knowledge of
reviewing the literature, I then used the 11 initial created themes and expanded them to help link
codes and themes. Using the recommendations by Saldaña (2009), I created the following more
accurately defined themes:
● Effectiveness of Due Process means whether the participant received
information on his academic options after expulsion
● Desire to Return to Home School refers to a participant’s wish to return to
the school where the expulsion occurred
● Effectiveness of the Alternative School means whether the participant
attended or had opinions about the alternative school
● Frequency of Expulsions and Arrests means what impact the expulsion or
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arrest had on the participant’s ability to continue his education
● Steps of the School-to-Prison Pipeline means the journey from school to
expulsion to prison
● Alienation from Peers and School is the participant’s perceived feelings
about losing contact with friends and teachers after an expulsion
● Educational Attitude Then and Now is the impact the participant’s attitude
toward education had on their behavior
● Appeal of the Street v. Education means whether the participant believed
he could make more money legally or illegally
● Perceived Importance of Teacher Quality is the perceptions the participant
had about teachers and teacher quality
I then used the coded interviews to link the data to the newly expanded upon themes. An
example of this process is below.
Example of codes and expanded themes. After I expanded upon the themes, I then
recoded the participant responses to the interview questions. I then re-read every participant
response and the initial themes that were assigned to the response to review the initial results.
After the review of initial codes and themes I then associated the expanded themes to the coded
responses from the participants.

JS: Can you remember how long it took from when you got expelled to when you got arrested?
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Participant 1: Well I got expelled in October of last year, and I attended alternative school up
until February of this year, and I got arrested in May. (ETP)

Steps of the School-toprison Pipeline means
the influence of the
expulsion leading to
incarceration.

The reasoning behind why I was now able to assign one of the expanded codes was that
after reviewing initial codes and themes, the expanded themes of school-to-prison pipeline and
expulsion to arrest were far more defined. By expanding on themes, I could review the
participants’ answer and assign an expanded theme that best described the participant’s answer
to the interview question. In the above example I selected the expanded theme of school-toprison pipeline because the participant’s response described how the participant was eventually
incarcerated after attending the alternative school. I made the decision that the expanded theme
of expulsion to arrest was not the best choice because the participant was arrested while
attending the alternative school.
According to Ryan and Bernard (2003), researchers “compare pairs of whole texts,
asking how is this different from the preceding text and what kinds of things are mentioned in
both?” (p. 91). Again, using the technique of constant comparison I carefully read each question,
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reviewed the list of codes and how I coded the response, and considered what expanded theme
was most closely associated with the data. Glaser and Strauss (1967) state that the constant
comparison method “involves searching for similarities and differences by making comparison
across data” (p. 101-16). Ryan and Bernard (2003) state that this approach “keeps the researcher
focused on the data rather than on theoretical flights of fancy” (p. 91). By expanding upon the
definition of the initial themes, I was better able to focus the correct code and theme to answer
the two research questions.

Mapping Codes and Expanded Themes
I first organized the answers to the research questions by grouping codes to themes. I
listed all of the coded interviews and drew an arrow from the coded answer to the theme that best
described the response. I listed all of the 28 codes on the y-axis of a chart and listed the themes
across the top of the map on the x-axis. I then placed an “X” where each code intersected the
theme. The map that was created for the codes and themes is located in Appendix J. I then used
the codes and themes to answer one of the two research questions. I again created a map with the
four columns. One column was for the codes, one was the theme, and the final two columns were
for Research Questions 1 and 2. I then had a map that was a visual representation of which code
and theme were being used to answer each research question. Ryan and Bernard (2003) state “By
sorting expressions researchers can identify expressions and subthemes” (p. 103).
Using the now-expanded themes, I began to use each theme to answer one of the two
research questions. I constructed a matrix to visually and graphically connect the expanded
themes to a research question. The matrix that was constructed is located in Appendix J.
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Basic Demographics
Upon completion of the interviews, I began reviewing the demographic data. Twelve
codes were identified as demographic information. Because these coded responses contained
important information about the research population but did not answer either of the two research
questions, they were not grouped into a theme. The following codes were identified as
demographic: AG for age of participant, CLG for parent attended college, FRD for fired from
job before or after expulsion, GMS for participant graduated middle school, GS for was a good
student in public school or alternative school, GRAD for participant graduated elementary
school, GWE for grade when expelled, JBS for had a job before or after being expelled, NGRE
for participant never graduated elementary school, NGRHS for participant never graduated high
school, and SIB for siblings’ level of education completed.
Of the six participants, none had a high school diploma, five of the participants were 18
years old when the interviews occurred—one of the participants was 20 years of age—and all
would be classified as a minority. One participant identified himself as African American, one
identified himself as bi-racial of African American and Hispanic descent, and the remaining four
participants identified themselves as Hispanic. In addition, none of the six participants had an
IEP. Every participant had been expelled at least once, and three of the participants had been
expelled twice from public schools. Five of the six participants had attended alternative schools,
and none of the six graduated from the alternative school. Five of the six participants saw no use
for school before expulsion; five of the six participants now see its purpose. All six reported
liking school, though mostly for the social aspect of it. In addition, all six participants reported
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that their friends were an outside influence in their failed completion of high school. Four of the
six participants did not have a job and thus at the time of expulsion had no job skills or
understanding of employment.
The educational accomplishments of the participants’ parents were also asked about
during the interviews. Five of the six participants’ mothers and five of six fathers had graduated
from elementary school. In addition, three of the six participants’ fathers graduated high school,
and five of the six mothers of the participants graduated from high school. In terms of college,
only one participant’s mother and one of the fathers graduated from college. Only one research
participant’s mother who dropped out obtained a GED diploma.
Even though all of the participants had earned an 8th grade diploma, only one of the six
research participants had accumulated high school credits. In addition, five of the six participants
had been expelled sometime during their freshman year of high school. The lone participant who
had accumulated high school credit reported to have earned 16 high school credit hours; while
the remaining five participants had earned zero high school credits. The checklist from the
participants’ records also yielded that, of the six participants, only two had completed a GED
program and one had dropped out of a GED program. All six of the participants reported that
their mothers were upset but never mentioned their fathers being upset. All six of the research
participants reported various levels of academic success by siblings and reported this success as a
source of pride and motivation for them.
Finally, of the six participants, only one identified himself as a good student. The
participant stated that he was an honors student in the public school.
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Research Question 1
What educational opportunities were available to the participants after their expulsions?
The answer to Research Question 1 is that, in the state of Illinois, an expelled student can
either attend an alternative school or complete a GED program. The data collected by the
research from the interviews showed that only one participant completed a GED program. In
addition, all five of the remaining participants did attend the alternative school, but all five
dropped out. The themes of perceptions of the alternative school and pursuit of a GED diploma
were used to answer Research Question 1. The alternative school and the GED program are both
made available for all students in Illinois; fifteen states do not offer continued services for
expelled students. After these two options are exhausted, students are left without services and
options into adulthood.

Perceptions of Alternative School
All of the participants who attended the alternative school espoused their dislike of
attending. This sheds light on why some expelled students choose not to attend an alternative
school. They are removed from their age-appropriate peers and their circle of friends and instead
are surrounded by students who may pose a greater risk of eventual imprisonment.
Five of the six participants had strong perceptions about their time at an alternative
school. Five attended the alternative school, but none finished or graduated from the alternative
school. Participant 3 explained to me that “Everybody there was getting in trouble or causing
trouble and I didn’t learn a thing.” Participant 6 had a much more harrowing experience with
rival gang members when attempting to attend the alternative school. Participant 6 explained that
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he attended one day “and other gang members were there and told me if I came back I would get
killed, so I just stopped going.” Participant 4 had a much different experience at the alternative
school setting. Participant 4 explained to me in the interview process that he was actually an
honor student and saw the use for an education initially. Participant 4 felt that he was not
challenged at the alternative school: “It was just too easy, and I did not learn anything, so I just
acted like a fool because I was bored.”

The Pursuit of a GED Diploma
Review of the demographic checklist showed that only one of the participants had
completed a GED program, and zero of the remaining five had even attempted a GED program.
Once I had an opportunity to review the demographic worksheet, and I was able to ask the
participants about what they had done to obtain an education after the expulsion.
All six of the participants explained that they would like to continue their education and
were considering the potential of a GED program after release. Expanding further upon all six
participants wanting to attend college, the five who do not have a GED diploma will need to
complete that first if college is going to become a reality.

Research Question 2
What factors influenced participants’ decisions to take advantage of, or not take
advantage of, other educational opportunities after their expulsions?
Research Question 2 is multifaceted. In Illinois, after an expulsion, a student can attend
an alternative school or pursue a GED program. If the two options are exhausted, the student has
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no other options. The answer to Research Question 2 is that the factors listed below, combined
with the school-to-prison pipeline, are factors that keep individuals from taking advantage of the
limited options they have after an expulsion. Listed below are the factors that influence why
these individuals may or may not take advantage of the limited educational opportunities they
have in Illinois.
Steps of the School-to-Prison Pipeline
The question regarding expulsion leading to arrest is one of the most important aspects of
this research. I believe that merely inquiring about the correlation between expulsion and arrest
is not enough, since there are additional factors that impact the progression from school
expulsion to arrest. The school-to-prion pipeline does not simply happen because of the
expulsion. The expulsion from school can lead to incarceration, but other factors such as
negative peer influence, arrests, the lure of making money on the streets, and poor teacher quality
are all factors that can complete the journey from school-to-prison. Participants were asked if the
expulsion had any impact on them being in the Illinois Department of Juvenile Justice.
Participant 1 said his expulsion was “at least 85 to 90% because if I was in school you know I
wouldn’t be out there robbing. I had nothing to do. I mean I would go to work then afterwards I
would just like hang out and get in trouble.”
Of the six participants, only Participant 1 had ever held a job. Participant 5 discussed how
being expelled and not having a job only compounded the problem of his arrest. Participant 5
discussed that when he was expelled, “I had nothing to do. With my parents at work I was free to
run the streets because I got friends that don’t go to school I was just free to run loose and I
would mostly go hang out and smoke up and see what was up.”
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Five of the six participants reported that the timeframe was less than three months
between expulsion and the eventual arrest. Four of the six participants had been expelled in
elementary school; of those four, three had been arrested multiple times.
Participant 1 was expelled in October and was incarcerated by May of the next year.
Participant 1 was the one of the six participants who indicated that he had a full-time job as well.
Participant 2 also indicated that “it only took a couple of months after I was expelled...I had
nothing to do.” Participants 2, 3, 4 and 6 also indicated that a few months passed from expulsion
to arrest. Participant 4 reported that time passed quickly from expulsion to arrest and
incarceration, as it was “just a few weeks after I was expelled to get here.”
Another supporting factor from the data was the question about having gaps in their
education. Four of the six participants had some gap in the education, and this can be a direct
result of the time between expulsion and eventual arrest or the overwhelming dislike the
participants had for the alternative school.
Participant 4 felt the expulsion started a chain reaction that resulted in arrest, stating that
“because I was not in school I was getting into more trouble...it all just escalated and sent me on
a path that led me here, and I have just been in and out of jail since then.”
When answering the second research question the themes of “peer influence,”
“alternative school,” “educational attitude now and then,” “school-to-prison pipeline,”
“expulsions and arrests,” and “teacher quality” were used to answer Research Question 2. Below
is a narrative of how each theme was used to answer the research question.
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Effectiveness of Due Process
Due process is an important component and process during the expulsion process. The
importance is that a student will be afforded an opportunity to hear the charges the expulsion is
based upon, and the student has an opportunity to explain his or her side of the events and defend
him or herself before a decision to possibly expel is rendered. I framed the question: Did the
student, or the student and a parent, have a meeting about the school rule the student violated,
and what actions would the student need to take to continue his education?
Once I defined due process, four of the six participants acknowledged that they had due
process and a meeting took place where their mothers attended. Participants 2 and 3 could not
remember whether their parents were even contacted about the expulsion but knew they had not
personally attended a meeting at the school concerning the expulsion.
After expulsion and after dropping out from the alternative school, education
opportunities are scarce. Even though due process was given to four of the six research
participants, the alternative school had little impact on all six. All six of the participants voiced
that the need for school was now a priority. Participant 1 stated, “I should have tried. I should
have done better.” All six admitted that their time in IDJJ has been a deterrent to committing
more crimes on the street. Participant 2 stated that after his first expulsion, “I knew I was going
to get locked up after I went to the alternative...it was a matter of time.” Participant 3 felt that “if
I would have known I would have ended up here I would have tried.”
In addition, all six of the research participants would like to attend college. Participant 6
explained, “I want to go to college or at least a community college. I would like to try.”
Participant 4 explained, “I would to do two years of community college and maybe get my
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associate’s in finance or business.” The other participants also expressed a desire to attend
college or a community college but were not sure what they would like to study or at least did
not express that during the interview.

The Appeal of the Street vs. Education
All six of the participants conveyed a similar message: their time while being
incarcerated motivated them to pursue an education. All six participants were asked if they could
make more money on the streets or by obtaining an education. All six participants were quite
candid that while more money could be made on the streets, the endpoint would not be a
desirable destination. All six felt that if they pursued the lure of “quick money”—what research
Participant 1 labeled “ripping, robbing, and running,”—the best they could hope for was to be
eventually caught and be back in jail.
Specifically, Participant 1 stated, “You can make more money on the street, no doubt, but
you are not going to live very long, and if you do, it’s a rough life. By being here, I realize that I
do not want to come back. I have to survive.” Participant 3 felt that some students try to get
expelled to avoid being in school so they can be on the streets making money. Participant 3 also
had felt the draw of fast money, and being expelled around the age of 15 did not make matters
better. Participant 3 said that being expelled might be just what students want, stating, “I think
kids now want to get expelled from school. That’s when they get out there and start hanging out
with their friends, and they do what they want to do, and that’s when they start getting arrested,
and they start going down a bad path. That’s what I did.”
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Desire to Return to Home School
Looking at the data from the research participants, five of the six participants wanted to
return to the school that expelled them. One of the six participants returned to the school that
expelled him. Participant 3 related that after his expulsion it was made clear that he was not
welcome, saying, “Even if I came to the school to wait for my friends after I was expelled they
[the school] told me if I ever come on premises that they’ll call the cops.” Participant 4 said that
he was promised that he could return to his home school after completing work at an alternative
school: “They told me if I completed certain work at the alternative school and met my levels
they would let me go back.” Unfortunately, he did not complete the work that was outlined and
dropped out of the alternative school.
Participants 2, 5, and 6 were also not allowed to return to the school that expelled them.
Participant 1 reported that when he was expelled he did return once to meet with his counselor
about returning. Participant 1 told me, “I came in to talk to my counselor about returning to
school...I asked if I could write a letter to the school board.” The letter was written to the board,
but Participant 1 never heard anything back from the school and thus attended the alternative
school until he dropped out.

Educational Attitude Now and Then
I asked whether each participant had been given the opportunity to attend an alternative
school. Five of the six research participants had indeed been given the opportunity, and all four
who attended had dropped out of the alternative school. Participant 1 described the alternative
school as “not cool because all of the kids are treated the same.” I asked a follow-up question
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about the meaning of that statement. Participant 1 elaborated, “Some kids needed certain credits
to graduate and others needed other classes but we all got thrown in together.” Participant 2
described the situation as “the kids I was getting into trouble with were there. So I just stopped
going. I was just not into that school.” Participant 3 relayed a similar story of how his friends
from the public school were all there and getting into trouble, making it difficult to learn.
Participant 5 was given the opportunity to attend the alternative school setting but chose not to
attend. Participant 6 explained that he attempted to attend but the presence of rival gangs made it
clear that he should not return. Participant 6 explained, “I went one day, and I ran into other gang
members and they told me you come back we’ll kill you. So, you know I just never went back.”
The overriding theme was that while attending their home schools, education did not
matter greatly to them. Five of the six participants felt little use for school other than meeting
girls and socializing with friends. Only Participant 4, who declared that he was at one time an
honor student, saw the initial need for education while he attended his home school but admitted
that his behavior did not endear him to his teachers. When I asked if the value of education
mattered now while incarcerated, the five participants who had a negative or ambivalent opinion
of school then had different perceptions now. All six of the research participants answered that
they would like to attend college upon release. Participant 1 stated that something had changed
while being incarcerated at the Illinois Department of Juvenile Justice: “Being in here, I really
know now I have to get an education to not be in here.” Participant 6 had a different opinion
about school, but for a different reason; his reason for taking education more seriously was, “I
don’t want to catch an adult case.” “Catching an adult case” refers to being tried in the court
system as an adult and potentially ending up in a prison facility with other adults.

96
When looking at the matrix of participants’ answers in Appendix J, five of the six
participants attended the alternative school. In addition, of the five who attended the alternative
school, all five dropped out. Participant 1 expressed that he did not like attending alternative
school because he felt that “it was a regular high school. The kids there didn’t exactly make it
cool to be there.” I asked Participant 1 to explain how it was not cool to be there. Participant 1
stated, “Just other gang members and their other distractions outside of school other than going
to school.” In addition, Participant 2 stated about the alternative school. “The kids I was getting
in trouble with were there. So I just stopped going. I was not into school.”
All six of the participants stated that they enjoyed school but confessed it was more for
social reasons than academic. Five of the six participants felt little use for school other than
meeting girls and socializing with friends. Only Participant 4, who declared that he was at one
time an honor student, saw the initial need for education while he attended his home school, but
he admitted that his behavior did not endear him to his teachers.

Perceived Importance of Teacher Quality
I had not planned to ask about the quality of teachers. During the interview of Participant
1, the way that the participant felt about both the positive and the negative impact of a teacher
came out of the interview. Five out of the six candidates felt the quality of the teacher mattered.
The decision to push further on the issue of teacher quality surfaced toward the end of the first
interview with Participant 1.
When Participant 1 was answering questions to discuss if the teachers ever made the
participant feel differently after the expulsion, Participant 1 declared that “maybe if I had a
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reason to stay or they made me feel like I could actually do something I would have stayed.” I
followed up by asking if having some positive experiences in the public school would have made
a difference. Participant 1 replied, “Yes it would have. You can see that some of them [teachers]
really love what they do. But when I went to the alternative school it was not like that. You could
tell some of them were coming just to get the paycheck and I knew it and I was not going to
learn from them.”
Participant 4 was the outlier of the group. He revealed he had achieved some measure of
academic success, and he was at one time “an honor student and saw how important school was.”
In addition, Participant 4 had returned to his original home school after expulsion and time in
rehab, where he had finished his 8th grade diploma. Participant 4 felt that after he returned to his
home school “some of the teachers looked at me differently...they knew I had been expelled, and
it felt like it hung over my head.”
After the interview with Participant 1, I concluded that the idea of teacher quality needed
to be studied further. Each participant was subsequently asked about the quality of the teachers
and the role the teachers played.
Participant 2 also had a different response and point of view. Participant 2 stated that
“possibly [teacher quality did make a difference], most likely, but I look back, and I made bad
choices even then. I remember the good and bad teachers.” Participant 3 agreed with Participant
1 that teachers could have made a difference: “You know it would help if I knew how this would
end up with me here.” Participant 2 conveyed the perceptions that the teachers did matter, but he
was not willing to accept the help at the time.

98
Participant 5 also felt that quality teaching would have made a difference, but like
Participant 2, he was not the most willing at the time. When asked about teacher quality,
Participant 5 replied, “I was treated like I acted. But teachers who were good to me and tried to
help me, I did some work for them.”
Participant 6 was candid about the role that teachers play in motivating students to stay in
school. He was asked if a more positive experience in school, with teachers who worked with
him and helped him, would have led to staying in school. He replied, “I don’t know. I wasn’t
listening to anybody. Teachers that were cool were the classes I didn’t act a fool.” I followed up
by asking specifically if the teacher mattered and Participant 6 replied, “Yeah, they do. If a
teacher was cool to me, I did some work for them. Some teachers were jerks and I wouldn’t do
anything for them but cause trouble for them.”

Alienation from Connections to Peers and School
I asked about the influence of peers on participants’ education. The role that friends play
on peers cannot be overstated. Peer influence can be a powerful draw or deterrent. All six of the
research participants indicated they had lost touch with their pre-expulsion peer group.
Participant 6 provided a candid answer: “I am not sure what happened to my friends after I was
expelled, but my guess is that they either dropped out or just aren’t around, most likely dead.”
When Participant 1 was asked about peer influence, he explained, “I think three of my five
friends graduated, I think, but the rest, I don’t know what happened to them.” In addition,
Participant 1 explained, “There were a lot of outside things that interfered a little bit. Just getting
into trouble, running around, smoking, you know. But, I liked being with my friends.”
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Participant 2 was the only one of the six who had any knowledge of his friends: “I know one of
my friends graduated high school this year and the rest are going to school, I think.”

Frequency of Expulsions and Arrests
Educational opportunities are difficult to take advantage of when a student is not in
school or is incarcerated. Three of the six participants were arrested multiple times. Four of the
six participants were arrested while enrolled in elementary school. I asked the question about
what the participant did when expelled. This was done to segue into uncovering if the
participants had ever held a job. Backtracking to the lack of ever holding a job, Participant 3
replied “It is hard to get a job when you are expelled in elementary school and you have nothing
to do.” Two of the six participants reported having jobs but losing them because they were
arrested.
Three of the six were also expelled in high school. Four of the six attended an alternative
school and dropped out. Three of the six research participants were expelled multiple times.
When I asked if they felt they were treated differently, Participant 4 felt that “when the teachers
looked at me, I knew they knew I was expelled and arrested, and it was just hanging over my
head.”
Educational opportunities can also be curbed sharply by being arrested, dragged through
the court system, and spending time in juvenile detention. Three of the six participants had
reported that they had been arrested multiple times. Participant 6 was the only research
participant who had been arrested multiple times and could recall how many times exactly.
When I asked how many times, Participant 3 replied, “I know it has been at least 20 times.”
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Participant 5 replied (counting on his hands), “seven or eight times. All around seven times I
think around my sophomore year.” Participant 6 explained, “I have been in jail nine times and I
have been arrested a total of 15 times.”

Data from the Interviews by Participant
Participant 1
Participant 1 identified himself as 18 years old. He also identified himself as an African
American. Participant 1 also expressed interest that he wants to graduate from high school as he
stated that graduating “is in his heart.” Participant 1 also attended an alternative school after
being expelled. Participant 1 expressed that he did not like attending alternative school because
he felt that “it was a regular high school. The kids there didn’t exactly make it cool to be there.” I
asked him to explain how it was not cool to be there. Participant 1 stated, “Just other gang
members and their other distractions outside of school other than going to school.”
The next question centered on having a job or any job experience prior to incarceration.
Participant 1 explained that he had a job working with his uncle as a window washer. Participant
1 was asked how he felt about school in general. Participant 1 explained that his perceptions of
school were “it was cool.” I asked Participant 1 to elaborate on what exactly he liked or disliked
about school. Participant 1 explained, “There were a lot of outside things that interfered a little
bit. Just getting into trouble, running around, smoking, you know. But, I liked being with my
friends. The teachers were ok, and some wanted to not be there but others were cool and helped
me. To me you know, I really liked all the females that were there.” When asked to elaborate if
he really saw any use for school, Participant 1 explained, “I learned a whole lot of things about, I
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mean just about my education and how I should better myself and life. I look back and I should
have done better.”
The next question centered on the participants’ parents and their education. I asked what
level of education the participants’ parents completed. Participant 1 stated, “Yeah, my mom
actually finished college; my dad finished high school. They got divorced.” The next question
centered on the level of education completed by his siblings. Participant 1 stated, “Yeah, my
brother did, my brother just graduated from high school.” The questions then turned to the
participants’ friends. I asked if he thought his friends completed school. Participant 1 stated,
“Maybe, like three of the five friends graduated, the others I don’t know what happened to
them.”
The next question focused on how long elapsed from expulsion to incarceration.
Participant 1 stated, “Well, I got expelled in October of last year, and I attended alternative
school up until February of this year, and I got arrested in May.” I asked if the participant had
been arrested more than once and how old he was for each arrest. The participant indicated that
he had only been arrested once and that the arrest occurred during his senior year of high school,
and he was only expelled only once. I asked if, after expulsion, he ever attempted to re-enroll in
the school that expelled him. Participant 1 explained. “Yeah, I mean after school I came in and
talked to my counselors to ask like how can I get back into school but there was just like one
counselor that kind of took a favor to me. I asked her if I could write a letter to the board and ask
if I can come back to school and she was like, ‘I don’t know if they’ll accept it but I could at
least try.’”
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The next interview question involved the issue of due process. The question was if the
school ever had a meeting with the participant on his options to return to school. I also asked if
the school or an administrator reached out to him after the expulsion. Participant 1 stated that the
school did have a meeting with him and discussed his options, and he stated that the school
principal or superintendent had reached out to him. I asked Participant 1 if his parents ever had a
meeting with the school board to explain what happened to him. Participant 1 explained, “I met
with the school board about the expulsion but they told me I would not be able to return until
2015. After that I came in at least twice to ask if I could write a paper or say something asking to
return.” I asked the follow-up question and the option to attend the alternative school was
discussed with Participant 1.
The next question discussed if the participant was ever allowed to return to his school
that expelled him. Participant 1 was able to return to his home school and I asked if he felt the
teachers looked at him differently upon his return. Participant 1 stated, “When I did go back to
talk to them some of them would look at me like, this kid was expelled and he doesn’t care.
Some other teachers were happy to see me.” I asked if the teachers were happy to see him.
Participant 1 stated that “yeah, a bit.” Probing further, I asked if he felt he was treated any
differently from the other students. Participant 1 stated “No, because it was my fault I got
expelled.”
The next question centered on positive experiences in school. I asked if he had some
positive experiences in school and if having better relationships with some of the teachers would
have helped him stay in school. Participant 1 stated, “Yes it would have. You can see that some

103
of them really love what they do. But when I went to the alternative school it was not like that.
You could tell some of them were coming just to get the paycheck and I knew it.”
I asked the participant about his plans and if they involved attending public school.
Participant 1 stated, “When I get out I was going to go back to [location redacted] and I was
going to talk to them, and see if there is a possibility to return, and if it wasn’t going to work out,
I was just going to go get a GED.” I asked Participant 1 if he was interested in attending college
one day, and he enthusiastically responded “Oh, yeah.” I doubled back to a question “Your
mother graduated college?” and the participant agreed that she did indeed graduate from college.
The final two questions centered on the participant’s perceptions about money. I asked
the question “Do you think you could make more money by staying in school or by finding work
or by doing things on the street?” Participant 1 responded, “Well, I’m going to be honest with
you. If I would’ve stayed in school I think I could’ve made more money. When you have a
diploma or some type of education makes you look better.” I wanted to clarify his question to the
participant by stating, “I’m not trying to ask if you did do anything on the streets, but the draw of
the street is tempting.” Participant 1 was very candid in his response to this question:
You can make more money on the street. No doubt, but you are not going to live
very long, and if you do it’s a rough life. By being here I realize that I do not want
to come back. I have to survive. It is hard because you don’t make any money at
school and then you go on the street and you get money but it can go bad. Also
there are more opportunities out there for you to better your education, GED, or
community college, or certain courses you could take in order to get back to
school. Even in here I’m still pushing for my education.
I asked the question about how his family felt when he was arrested. Participant 1 stated, “Of
course I was devastated. My mom was also devastated. She tried to talk to me like this is a view
of the world and everybody makes mistakes.”
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I asked the final question about the link between the expulsion and the arrest. I asked,
“Do you think that getting expelled had something to do with you getting here, not directly but
do you think that they were connected?” Participant 1 stated, “I would say at least 85 to 90%
because if I was in school you know I wouldn’t be out there robbing, ripping, and running. I had
nothing to do. I mean I would go to work, then afterwards I would just like hang out.” I thanked
the participant for the time and for participating in the interview.

Participant 2
Participant 2 met with me after about 15 minutes following the conclusion of the
interview with Participant 1. Participant 2 informed me that he was 18 years of age and identified
as Hispanic. Participant 2 informed me that he was expelled early in his educational career. I
asked him what he had done for an education after he was expelled in 7th grade. Participant 2
informed me that he waited until his 8th grade year, then he attended an alternative school and
graduated 8th grade at the alternative school. I asked what the participant did between the
expulsion and returning to complete 8th grade. Participant 2 stated that “just hanging out and got
into trouble, and then went to the alternative school.”
When I asked the participant if he enjoyed his time at the alternative school, the response
was “not at all.” I asked a follow-up question of why not, and the participant responded, “The
kids I was getting in trouble with were there. So I just stopped going. I was not into school.” I
asked if the participant ever had a job, and the participant stated that he had not.
I then asked if the participant had liked school, and the participant stated, “It was all
right.” When I asked what the participant had liked about school, the participant responded, “the
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females for sure.” The main criticism that the participant had about school was that “it was too
long.” When I asked if the participant saw any use for school, the participant sheepishly replied,
“Yeah, little bit.” I asked what the use was that the participant saw in school, and the participant
responded, “If it wasn't for school I would not be able to read, talk proper, learn how to write,
and all of that but I see that getting an education will get me out of here.” I asked the participant
about the educational completion of his parents, and the participant stated that his mom and dad
both graduated high school, but neither parent attended college. The participant did inform me
that both his siblings did graduate high school and that a couple of aunts and uncles attended
college.
I then asked about the participant’s friends’ education level completed. The participant
stated, “One of my friends graduated high school. He just graduated this year. The rest are still
going to school, I think.”
I asked if the participant had been expelled from school, and the response was that he had
not been expelled from high school because he simply stopped attending. When I asked how
much time had transpired from expulsion to incarceration, the participant replied, “probably like
a couple of months.” I also asked the participant how many times he had been arrested, and
Participant 2 replied, “I would say five times.”
I asked if Participant 2 had any due process after his expulsion from 8th grade. I asked
Participant 2 if he had a meeting with the principal or the superintendent to discuss the expulsion
or a meeting to discuss if he completed work at the alternative school he could return to the
school that expelled him, and Participant 2 responded “no.” The participant also stated that since
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he did complete 8 grade at the alternative school, he never did come back in contact with the
th

school that expelled him or the teachers or administration at that particular school.
I asked Participant 2 how he enjoyed his time at the alternative school for his 8th grade
year. Participant 2 replied, “It was ok, but they were really strict. The teachers that were cool and
not reminding us we screwed up to get here, I did work for. The others were assholes. It was very
different from regular school. I had no choice to go there because it was either stay in school or
go to jail.”
I asked Participant 2 if he thought that if he had better teachers would that have made a
difference or changed the fact that he was expelled. Participant 2 responded, “Probably, most
likely but I look back and I made bad choices even then. I remember the good and bad teachers.”
I also asked about the possibility to return to public school, and the participant responded, “No,
I’ll just get a GED.” When asked about plans for college the participant’s response was, “I don’t
know, but I would like to go.”
I asked the participant about his opinion on making money on the streets or obtaining an
education. Participant 2 responded that he could make more money with a job, “but it depended
on what I do.” I asked why the participant felt this way, and the participant responded, “Because
it depends on your education. You get a good job, they pay more and then you get more money,
and I know it’s safer depending on what I do. I mean, I will make more money quick on the
street but some of my friends were doing that and they are dead.”
I asked Participant 2 if the expulsion from school had any impact on his eventual
incarceration. Participant 2 stated, “Without a doubt it did. I mean I was on the street, selling,
stealing, and doing you know...whatever I wanted. I had nothing else to do. I got kids of my own.
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I need to feed them and I have no money and you do what you need to do...I am not a monster.”
The final question that I asked was how his parents felt when he was expelled. Participant 2
responded, “Like my mom was upset with me. She knew it was coming, and so did I. At the time
I didn’t care, but I do now.”

Participant 3
Participant 3 informed me that he was 18 years of age and identified as Hispanic and
African American. The third interview started with the question of what Participant 3 did for an
education after he was expelled. Participant 3 stated, “After I got expelled I waited a little bit and
then I went and got my GED.” I followed up with what Participant 3 meant by “waiting a bit,”
and the response from the participant was “Just ran around, smoked, got in trouble, got arrested,
shit like that.” I asked if Participant 3 had any jobs and the response was “Yeah, just stuff around
my neighborhood. Just trying to make some money.”
I asked about Participant 3’s perceptions toward school and what he liked or did not like
about school, and the response was, “I didn’t really care for any of it then.” I asked a follow-up
question about what specifically the participant did not like and the response was, “The school
work, and the teachers, I felt like I was wasting my time.” I asked about Participant 3’s current
perceptions toward school, and the response was, “I do but I am not saying I like school because
I don’t, but I need to do it.” I asked what had changed, and the response given by Participant 3
was, “Being here. I want to have a life out of here. I am not treated bad here, but if I have to go
to school I want it to be in the real world not in here.”
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I asked the participant about the education level completed by his parents. Participant 3
stated that both his mother and father finished high school, and his father went to college, but his
mom did not, and both his brother and sister dropped out of high school, but he thought that his
other brother might have finished high school.
I asked when the student was expelled and how many times. Participant 3 stated, “I got
expelled in middle school, and then I went to alternative school, and then I went back to high
school, and then I got expelled.” I asked if the participant had ever held a job, and the participant
stated that he had not. I asked how much time had elapsed from expulsion to arrest and
incarceration. The participant stated, “It was maybe a couple of months.” The participant also
stated that he had been “arrested about 20 times.” I asked the participant if he was able to recall
what age he was when arrested. The participant explained that “from like 15 to 17 years old for
all of them, between that ages.” The participant also stated that he never did return to his grade
school or high school after expulsion.
I asked Participant 3 if he ever had a meeting about what he was expelled for and what
his options would be to get an education, and the participant stated that he had not. Participant 3
stated, “All they told me was not to step on the school premises.” Participant 3 also stated that
“all they said was I was going to get arrested if I step back on property. I wasn’t even allowed to
go out there and wait for my friends.” I also asked Participant 3 if he had any plans to return to
his high school, and he stated that he did not, but he does have plans to one day attend college.
Unsolicited, Participant 3 stated, “I think kids now want to get expelled from school.
That’s when they get out there and start hanging out with their friends, and they do what they
want to do, and that’s when they start getting arrested, and they start going down a bad path.
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That’s what I did.” I asked if the participant felt the expulsion had anything to do with the arrest
and eventual incarceration. Participant 3 stated, “Yes completely, it started a chain of events.”
I also asked the participant if any positive experiences at school or with his teachers
would have made him do better in school. The participant stated, “Yeah man it would.”
I asked Participant 3 if he felt he could make more money working on the streets or by
obtaining an education. Participant 3 stated, “You could make more money on the streets.
Actually a lot of money, but it’s safer getting a job. It’s a tougher life but making money is cool.
But getting money and like getting a bank account is safer. I am not going to live very long if I
go back to that.” I also asked Participant 3 how his family felt after he had been expelled and he
replied, “They just told me I’m better than that. I did not care at the time.”

Participant 4
Participant 4 informed I that he was 18 years of age and identified as Hispanic. The
interview for Participant 4 started with the question of how many times he was expelled, and the
participant responded “once” and said that the expulsion occurred in middle school. I asked what
the participant did for an education after the expulsion, and the participant replied, “I went to an
alternative program.” The next question was about employment, and the participant stated he did
not have a job but that he liked school and that “he was a really good student.” In fact, the
participant stated, “I was an A and B student and on honor roll.” When asked about what parts of
school he liked, the participant replied that his favorite subject was social studies and that he
hated science. The participant also stated that not only did he see a use for school when he was
not incarcerated, he still does even now. When asked if his parents finished school, he informed
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me that both his parents did not graduate high school, but both parents did finish middle school.
In addition, he informed me that two of his brothers graduated college and that one sister is
majoring in criminal justice.
I asked the participant what had happened to his core group of friends. Participant 4
stated, “Most of them were still in school when I was there but a lot of them dropped out, were
expelled, or were having kids and never came back.” Even though the participant was only
expelled in middle school, I asked the participant about returning to school. He informed me that
he was arrested while in high school but that he was still in high school now. I got kicked out and
went to alterative placement for school for about a year and a half, and then was kicked out of
my alternative placement.” I then asked if that actually made multiple expulsions rather than the
one expulsion he stated earlier, and the participant said he was just kicked out not expelled. I
then asked how much time had passed from getting kicked out of school and arrest. The
participant stated, “I got arrested real fast, it was within two weeks.” I asked if he had been
arrested multiple times, and Participant 4 replied that he had not; his lone arrest led to his
incarceration.
I asked Participant 4 about his plans to return to the school that expelled him. The
participant replied, “That was my plan. I was supposed to be there for about a year and half, until
like the second semester of my 8th grade year, and I was going to go back to my regular school
but they wouldn't let me back. The school I was at you had to make certain levels to be able to
move up and I wasn’t the level I was supposed to be at so they did not want me to go back to that
school.” The school that the participant was referring to was the alternative school.

111
I then asked if any meeting ever occurred with him and his parents after the expulsion.
Participant 4 replied that a meeting to discuss the expulsion or what his educational options
would have been never happened. Participant 4 stated, “The day I got expelled they just told me I
was getting kicked out of school.” I then asked if they ever even contacted his parents, and a
much more detailed response was given. Participant 4 stated, “Wait, my mom was there when
they kicked me out. They were like, we are going to have to send you to a different school, and I
was like, all right because it was appropriate for what I did. So they sent me to a different school
and I had a conference with that school I was going to and I sat down with them about how I
could go back and everything. I did good at first.” I asked to confirm that he ever returned to the
school that expelled him and the participant stated “No because I finished my 8th grade year in
lockup and I was in rehab during my 8th grade year.” Participant 4 stated that he attended high
school when he was released from rehab.
Even though Participant 4 was expelled from middle school and not high school, he
stated that he did feel some teachers at the school looked him at differently. Participant 4 stated
that in regards to the teachers’ perceptions of him, “Yeah, some of them. Some definitely did, but
some looked out for me. They knew the type of road I was heading down. The ones that knew I
was expelled treated me not so good. Made me not want to be there.” Participant 4 also stated
that he could see that some of the teachers wanted to help him, but he also felt the expulsion and
his incarceration tainted the opinion his peers and teacher had of him. Participant 4 stated,
“Yeah, yeah it was like something was hanging over my head because I had been in jail and
people knew it.”
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I then returned to the topic of the alternative school and how his experience was at that
location. Participant 4 stated that “I felt like there was no need for me to be there, like all my
classes there were really easy and I was just passing with all A’s. And that’s why I would act like
a fool because it was like, so easy. I was way ahead of everyone else but the school wouldn’t let
me work on harder stuff, to learn different stuff, so I just got in trouble.”
I then asked the participant about his plans after he is released. Participant 4 stated that he
only needs one credit to graduate high school and that he will leave the Illinois Department of
Juvenile Justice with his high school diploma. I then asked if the participant had any plans to
attend college. Participant 4 stated, “I would like to do two years of community college, maybe
get my associate’s in finance and business.”
I asked the participant if he felt that he could make more money by staying in school and
earning a degree or by earning money on the streets. Participant 4 responded, “Getting a degree.
It’s like when you have a degree you get a higher position. Pay me more. But I understand why
people do what they do.” I asked Participant 4 about the reaction from his family when he was
expelled. Participant 4 stated, “They were disappointed in me. I was a good student. They knew I
was going down the wrong path, and when I got expelled they were just so disappointed in me.”
I asked the participant if the expulsion led to his incarceration. Participant 4 replied,
I feel like it did, yes. Because I started to get into more trouble when I went to the
alternative school and I started to get into deeper things. And when I finally got
kicked out of there that’s when it all escalated from something small to something
big and I went down the wrong path, and then I just been in and out of jail, and in
and out, and in and out of jail.
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Participant 5
Participant 5 informed me that he was 18 years of age and identified as Hispanic. The
interview with Participant 5 started with the question about what the participant did for an
education after the expulsion. Participant 5 stated that he did not get expelled until his
sophomore year, and then he went to get his GED. Participant 5 stated that he also had a job at a
grocery store before he was arrested. Later in the interview, Participant 5 stated that he did not
get fired from the job, “but I just caught a case and I’ve been locked up ever since” and
consequently lost his job.
I asked the participant about his perceptions about school. Participant 5 stated, “I liked it
because I got to see a lot of my friends; it was nice to socialize with people.” I asked how the
participant felt about the education side of school, and the participant stated that he did not see
much use for school, “but now I do.” I asked Participant 5 what changed, and he replied, “Being
here. I have to get out of here. I just want to go home and start over.”
I asked Participant 5 what education level his parents completed. Participant 5 stated that
his mother completed high school, but his father “grew up in Guatemala, Mexico. He was
finished after 7th grade.” Participant 5 was also asked about his siblings, and he responded, “I
have an identical twin brother. I have an older brother and I have an older sister.” I asked if the
siblings completed high school, and the participant stated that “Yeah, all of them. For my twin
he’s about to finish this year.”
I asked Participant 5 how much time passed between his expulsion and his arrest.
Participant 5 stated that he could not remember, but “I’ve been locked up for six months” and
had been arrested “probably seven or eight times, all around until my sophomore year to right
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now.” I asked the participant if the school gave the participant any options or an opportunity to
return to the school after the expulsion. Participant 5 stated, “They gave me options. Go to an
alternative school or just go for my GED.” The participant also stated that he did choose a GED
program, but he did not finish. I asked if he or his parents had an opportunity to meet with the
school or with the school board during the expulsion process. Participant 5 stated that he did not
and that “I’m trying to go back but I can tell you they don’t want me back.” I asked how the
teachers will treat him if he does indeed return to the school that expelled him, and the
participant responded, “They would hopefully treat me a little differently. Most would probably
treat me the same.” I asked if that would be a good thing or a bad thing; the participant stated, “It
depends on the teacher. Some teachers always looked down on me, some teachers always had
hope for me.”
I asked Participant 5 if some positive experiences in school would have made a
difference. Participant 5 stated, “Yes it would have. But I was treated like I acted. But teachers
who were good to me and tried to help me, I did some work for them.” The participant also
informed me that he does have plans to attend college one day. I asked Participant 5 if anybody
in his family completed college, and the participant stated that his mother had attended, but he
was unsure if she graduated. I asked Participant 5 if he could make more money obtaining an
education or by working on the streets. Participant 5 stated, “Going back to school. But you can
make a lot more money on the street but it is a lot more risk and I'm trying not to come back
here. Trying to go straight.”
I asked Participant 5 if he felt the expulsion led to his eventual incarceration. Participant
5 stated:
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Oh yes, I know it was. If I wasn't at work I was at home, I mean everyone's at
work or at school when I am home doing nothing. My brother was at school, and
my mom and dad were at work so I just tend to do whatever I wanted. Because I
got guys that are friends that don't go to school anymore, I would just see what
they're doing. Mostly just go out to the block and smoke up and do whatever.
I then asked a follow-up question to clarify if the participant did indeed want to return to the
school that expelled him and asked why that was the case. Participant 5 stated:
Because it's my neighborhood and my high school, and I know everyone there,
but that might be a bad reason to go back. Also, what if I go back and start
socializing with the same people I've always have? But, ever since I've been
locked up from everything being arrested, to here in St. Charles, I've been doing
my schoolwork here. I actually do the schoolwork and complete it and I get good
grades here. If can do it in here I don't know why I can't do it out there.
The participant had some follow-up questions for me. Participant 5 asked if his
volunteering for this research would help his chances to return to the school that expelled him. I
stated that I was not sure, but that it could not hurt if he mentioned he participated. I asked how it
might help and he stated, “Well, I do not want other kids doing what I did. They treat me good
here but I want to go home and if I can help kids not come here and my school sees that I know
that, maybe it shows I learned something here.” I asked him what the participant learned while
incarcerated, and Participant 5 stated, “Like, your question about making more money on the
street or getting a job. Kids do not know the difference or what else is out there. Getting expelled
was the worst thing that happened to me.”

Participant 6
Participant 6 informed me that he was 18 years of age and identified as Hispanic. The
interview for Participant 6 started with asking how many times the participant was expelled, and
the participant stated that he was expelled twice. The participant stated that he was expelled in
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both the 7 and 9 grades. I asked the question of what the participant did for an education after
th

th

the first time he was expelled in 7th grade. Participant 6 stated, “I kept getting incarcerated, so it
didn’t matter.” After some follow-up questions on exactly what the participant did for an
education, the participant stated, “I had to do school in jail mostly.” I then asked what the
participant did for an education after he was expelled during his freshman year of high school.
Participant 6 stated, “I got expelled because I kept coming to jail, so I missed a lot of school.” I
also asked Participant 6 if he’d ever had a job, and he indicated that he never had a job.
I asked Participant 6 if he liked anything about attending school. Participant 6 stated that
he enjoyed the socializing aspect of school and that he did not enjoy “just getting used to classes
and the work.” I asked how the participant liked the teachers, and the participant stated, “The
teachers were cool.” I asked if the participant had any use for school then or now and the
participant responded that, “yeah, kind of, but way more now.” I questioned the participant as to
what had changed, and the participant stated, “If I stay in school I have stuff to do and I don’t get
in trouble.” I asked Participant 6 about the education attainment of his parents. Participant 6
indicated that his father obtained his GED and that his mother finished high school. Participant 6
also indicated that his brother and sister obtained their high school diplomas. I asked Participant
6 if he knew what happened to his friends after he was expelled after his freshman year.
Participant 6 stated, “I think all of my friends either dropped out, were incarcerated, or are not
around, like dead.”
I asked the participant if he could recall how much time elapsed from the expulsion
during his freshman year to his eventual incarceration. Participant 6 stated, “When I went to
school it kept me busy and off of the street, but when I got expelled, I had nothing better to do,
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so I got arrested in about a month. It is easy to get arrested when you got nothing to do.” I asked
Participant 6 how many times he had been arrested, and the participant stated, “Well, I have been
in jail about 9 times but I have been arrested at least 15 times.” I asked Participant 6 if the
expulsion led to his eventual incarceration. Participant 6 stated:
I think it was just everything that led me to here. Being expelled in grade school
made me hate school really. When I was expelled again I didn’t care because I
had been arrested so many times I knew I would catch a case sometime, man.
None of my friends were in school and they had money so I thought I am in too.
Yeah, it did, but it all went wrong fast.
I asked Participant 6 if he ever had a meeting to discuss the charges after he was expelled
in 7th grade and what his educational opportunities were. Participant 6 stated, “The principal
gave me the name of another school to go to but I told him there are other gangs there and I
cannot go there, I will get killed.” I continued to question if a meeting ever occurred after either
expulsion, and the participant informed me, “We never had a meeting. After I was expelled I met
with the principal and just asked when I can come back.” The participant stated that the school
stated he could never come back. Later, the participant recalled, “but wait, my mom came in with
me once, and they just said he is expelled and he can't come back. That’s it.” Participant 6 then
stated that he never did return to either school that expelled him. In addition, the participant
stated that he never did attend an alternative school “because I was arrested and in jail; it was
never an option.” I asked Participant 6 if he had any plans to attend public school, and he stated,
“No, I want to go to college, at least a community, or at least try.” I asked if anybody in his
family has attended college, and Participant 6 stated that his brother “went for like three years or
something. I don’t know what degree but I know my brother and sister got a degree.”
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I asked Participant 6 if he thought he could make more money on the streets or by
obtaining an education. Participant 6 stated that getting a degree would be better, and the
participant elaborated, “I know it’s tough making money on the street. Lots of money on the
street, and it’s fast money.” Participant 6 continued, “I want more money, and when I got here, I
know I didn’t believe it, and I still think about it. Making more money like that. But look where I
am at and I want out.” I asked Participant 6 if some positive experiences in school would have
made a difference in his life. Participant 6 stated, “I don’t know. I wasn’t listening to anybody.
Teachers that were cool were the classes I didn’t act as a fool.” I then asked if teacher quality
matters, and Participant 6 responded, “Yeah I guess, yeah they do. If a teacher was cool to me, I
did some work for them. Some teachers were jerks and I wouldn’t do anything for them but
cause trouble.”

Answer to Research Question #1
In regards to answering Research Question 1 only one of the six participants completed a
GED diploma. In addition, of the five participants who did not complete a GED diploma, three
had informed me that a GED diploma program would be a goal they would consider after
release.
The option to attend the alternative school was the only other option for the participants
after an expulsion. Sadly, of the five participants who attended the alternative school, zero of the
participants finished. Participants’ reasons for not completing the alternative school included not
being challenged, attendance of rival gang members and simply dropping out of the alternative
school. In addition, all five who did not have a GED diploma at the time this research was
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collected expressed a desire to attend college one day. The completion of a GED diploma would
be necessary, as having a high school or GED diploma is required to attend a four-year or
community college.

Answer to Research Question #2
The ability to pursue educational opportunities after an expulsion is difficult if
incarcerated. All six of the participants were placed into the school-to-prison pipeline and
eventually became incarcerated. The participants were asked if they believed the expulsion led to
their incarceration. Participant 1 said his expulsion was “at least 85 to 90% because if I was in
school you know I wouldn’t be out there robbing. I had nothing to do. I mean I would go to work
then afterwards I would just like hang out and get in trouble.”
I also discussed due process. Four of the six participants did indeed have some form of
due process. The intent of this question was to uncover if a due process meeting was indeed held
and whether educational options were discussed. Participant 6 stated, “The principal gave me the
name of another school to go to but I told him there are other gangs there and I cannot go there, I
will get killed.”
The participants also discussed the lure of making fast money on the street rather than
completing an education. All of the participants explained that if they pursued the lure of “quick
money”—what research Participant 1 labeled “ripping, robbing, and running”—the best they
could hope for was to be eventually caught and be back in jail.
The desire to return to the schools that expelled them was discussed by the participants.
Five of the six participants wanted to return to the school that expelled them. Only one of the six
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participants returned to the school that expelled him. Participant 4 said that he was promised that
he could return to his home school after completing work at an alternative school but did not
complete the work that was outlined and subsequently dropped out of the alternative school.
The educational attitude of the participants made a shift from expulsion to incarceration.
Five of the six participants explained that they only saw school as a social event, and only one
participant was an honor student. Because of their time in IDJJ the five participants who did have
a negative attitude toward education now want to be released and attend college. All five of the
participants who reported having a negative attitude toward education reported that their attitude
had changed to the positive.
The participants discussed the perceived impact of teacher quality during the interviews.
All six of the participants were asked if teacher quality makes a difference and all six reported
that it does. Participant 1 stated that some positive experiences in the public school would have
made a difference. Participant 1 replied, “Yes it would have. You can see that some of them
[teachers] really love what they do. But when I went to the alternative school it was not like that.
You could tell some of them were coming just to get the paycheck and I knew it and I was not
going to learn from them.”
I also asked about the participants’ peers after the expulsion. Considering the data from
the interviews and the experiences they reported after being expelled and enrolling at the
alternative school, the issue of alienation comes to the forefront. They were removed from their
age-appropriate peers and their circle of friends and instead were surrounded by students who
may have posed a greater risk of eventual imprisonment. Five of the six participants who
attended alternative school in this research reported that they felt the issue of low connectivity to
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the alternative school because of poor educational experiences, being exposed to negative
experiences with other age-appropriate peers at the alternative school, and eventually dropping
out.
I also discussed the topic of the frequency of expulsions and arrests. The data from the
interviews showed that three of the six participants were arrested multiple times. In addition, four
of the six participants were arrested while enrolled in elementary school, and three of the six
were also expelled in high school. In addition, three of the six participants had reported that they
had been arrested multiple times. Participant 3 had been arrested multiple times and stated he had
been arrested “at least 20 times.” Participant 6 explained, “I have been in jail nine times and I
have been arrested a total of 15 times.

Summary
This chapter details the results from the participant interviews. I described for the reader
the coding procedures for the initial pass and second pass of the data and provided examples of
the organizing themes from the Discussion and Literature Review sections and the matrix results.
In addition, I detailed for the reader the results from the participant interviews not only detailing
the basic demographics of participants but also how the created themes were used to answer the
two research questions and problem statement.
I then answered the two research questions from the interview data. Research Question 1
explored issues of due process after the expulsion, enrollment in an alternative school program,
and reasons why the participants were not successful in the alternative school. Research Question
2 studied the participants’ perceptions about the need for an education before being expelled, the
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influence of the expulsion leading to incarceration, the importance of teacher quality, and the
lure of making money versus obtaining an education in the public schools.
Research Question 1 discussed what educational opportunities the participants had after
an expulsion for zero tolerance. After an expulsion for zero-tolerance infractions the participants
had only two options for an education. One option is to complete their education by attending an
alternative school and the other is a GED program. Four of the six participants had some form of
due process to learn what options they had to continue their education, and five of the six
participants attended the alternative school but all five dropped out from the alternative school.
The five participants who did attend the alternative school cited issues such as threats and safety
concerns, lack of a challenging curriculum, treatment from the teachers, and being at a school
with other students who were in trouble as factors to not attend or drop out.
Research Question 2 discussed why the participants did or did not take advantage of these
options to continue their education. Participants manifested that the following factors influenced
their decisions to take advantage of, or not take advantage of, their educational opportunities
after their expulsions: Initially, five of the six participants did not see a use for attending school
beyond socializing. In addition, all six participants believed the expulsions led directly to their
incarceration, and three of the participants had been expelled and arrested multiple times. All six
of the participants reported that teacher quality and lack of positive experiences were influential
in their education and that more positive experiences with teachers would have made a
difference. All six of the participants felt the lure of quick money on the streets rather than
pursuing an education, but they would now like to attend college after incarceration.
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Chapter 5 of this research will discuss my opinions on the themes, results and areas of
future research.

CHAPTER 5
DISCUSSION
Introduction
This chapter presents a discussion by research question, conclusions, implications, and
recommendations for future research. The chapter by themes that are associated with each
research question. The themes of alternative schools and GED are discussed and used to answer
Research Question 1. The themes of due process, alienation from peers and school, educational
attitude, multiple expulsions to prison, teacher quality, and the possibility of returning to the
school that expelled the student are discussed under Research Question 2.
This chapter also details my recommendations for future research and for practice on
topics such as leadership and teacher higher education preparatory programs; professional
development programs for school board members, teachers, and administrators; quality of
alternative schools; and a review of GED programs’ professional development and students
support systems. In addition, because the sample of this specific research was only six
participants, and thus the results are not generalizable, potential research with a larger sample
would be an area to explore further.
The following section is organized by the two research questions and which themes were
used to answer the respective question.
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Research Question 1
What educational opportunities were available to the participants after their expulsions?

Perception of Alternative Schools
Research has shown that in the past decade, the number of alternative schools serving atrisk students has risen dramatically. Authors Foley and Pang (2006) report that there has been “a
47% increase in the total number of alternative education schools” from 1997 to 1998 (p. 10). In
Illinois, alternative education programs are offered by the local home school, through a
cooperative, or through a regional office of education. Despite this option, little research or data
is available on the physical condition of facilities, student population statistics, the quality of
educational programing, or the support offered to the students. In addition, Foley and Pang
(2006) note a frequent lack of contact with the home district for students and that “only 48% of
alternative schools in the country provided vocational education to their students” (p. 18).
The literature shows that the number of alternative schools has risen dramatically.
Initially, alternative schools were not created to be schools for only disruptive students. Colson
(2010) states that “alternative schools started as a way to provide students with a different
approach to learning; however, it appears that they are commonly used for disruptive students
that break the rules” (p. 2).
In Illinois, schools that expel a student do not have to provide attendance at an
alternative school. If the school that is expelling a student does not on its own decide to pay the
tuition or belong to a cooperative, the student is essentially out of options for an education.
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Consideration must also be given to the idea that sending all of the students who were in
trouble to the same school poses a concern. Considering the comments from the research
participants that the peers who were always getting into trouble were at the alternative school,
and the comment from one research participant that he was threatened if he came back to school,
the reality of attending the alternative school is grim. Many researchers also point out that the
idea of grouping deviant youth together makes little sense. Researchers Gifford-Smith, Dodge,
Dishion, and McCord (2005) state that one potential impact of bringing adolescents together in
an alternative school setting is that “such strategies may exacerbate rather than diminish problem
behavior” (p. 259). In addition, if a student was looking for a reason to not attend the alternative
school, it seems that the research participants gave prime examples of an excuse not to attend.
Five participants reported low motivation, being grouped with deviant peers, and a lack of a
motivating or safe environment.
Authors Quinn, Poirier, Faller, Gable, and Tonelson (2006) report that alternative schools
need to “create a caring, non-authoritarian approach to teaching” (p. 16). The authors also state
the need to create learning competency that supports student success. The data in Appendix J
shows that all six research participants disliked their experiences in an alternative school setting
because of lack of respect, lack of curriculum quality, and overall lack of teacher effectiveness.
This finding suggests the need for quality teachers in these schools and better alternative school
programming.
After considering what I recorded in the interview process and the review of the
literature, I believe that this was an important topic to study. After expulsion, students have a
limited selection of options for an education. In addition, if an expelled student lives in a state
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that does not guarantee an education after expulsion, his or her choices are even more limited.
After an expulsion, students can attend an alternative school, enroll in a GED program, or drop
out. The responses from the interview participants did not portray the experiences they had in
alternative school as positive. Criticism such as not being challenged, safety concerns, and peer
influence were cited by the participants and supported by the literature. Researchers Dodge,
Dishion, and Landsford (2006) state that “alternative educational settings have the potential for
producing iatrogenic effects, particularly when the setting is poorly managed by staff and
students have regular contact with deviant peers” (p. 128).
In addition, alternative schools, as well as students who have attended an alternative
school, carry the burden of a negative reputation. Kim and Taylor (2008) discuss how alternative
schools “struggle with the negative stigma as dumping grounds or warehouses for at-risk
students who have behavior problems or are juvenile delinquents” (p. 207). This stigma cannot
help the outlook of students who are enrolled in an alternative school. Carroll (2006) states that
the “ongoing lack of access to a public education can counteract the risk of alienation and
permanent drop out, while denying access to alternative education and reinstatement can make
drop out the only option” (p. 1912). This quote from Carroll (2006) emphasizes that the time
students spend not enrolled in school is harmful and can leave the students exposed to other
factors that deter obtaining an education or receiving needed services. Any delay in providing
services exposes at-risk students to negative peer groups and perceptions of hopelessness that
can lead to crime, pushing students farther away from obtaining an education. Carroll (2006)
states that, considering expelled students’ intense educational needs, the legal structure “provides
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few guarantees of an education after expulsion or reinstatement into their home school” (p.
1912).

Pursuit of the GED Diploma
Students have few options to pursue to complete an education after an expulsion. In this
research, only one of the six participants had completed a GED program. Additionally, three of
the participants explained that they had been arrested multiple times, which prompted me to
investigate the relationship between GED completion and recidivism. Two of the three
participants who had been arrested multiple times also had gaps in their education. In addition,
four participants experienced a timeframe of fewer than three months from expulsion to arrest. I
believe that enrolling in a GED program could have possibly halted another arrest or
incarceration. Ormsby (2016) states that individuals under the age of 21 “who earned their GED
diploma were 14% less likely to return to prison within 3 years, while prisoners over the age of
21 were 5% less likely to return to prison” after earning a GED (The GED Test: Low-Cost
Solutions for Reducing Recidivism para. 2). I noted that three of the six participants had been
arrested multiple times, and four of the six had been arrested under three months after the
expulsion. Recidivism was an obvious problem for the participants of this research.
The age at which the participants had been expelled was also an area that I studied. Two
of the participants were between the ages of 12 to 13, two other participants were between the
ages of 14 to 15 when expelled, and two more of the participants were expelled between the ages
of 16 to 18. Age matters in terms of GED success. The American Council on Education (2014)
reports that for ages 16-18 the success rate nationally is 19.2%, and for ages 19-24 the success
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rate nationally is 34.5%. Considering the ages of all six of the participants at the time of
interviews were between 18 and 20, they would be less likely to succeed on the GED exam.

Answer to Research Question 1
The answer to Research Question 1 is that expelled students have two options to continue
their education. One option is to complete a GED program; the second option is to attend an
alternative school. Participant 3 was the only participant who completed a GED program but also
attended and dropped out from the alternative school first. Participant 3 stated, “After I got
expelled I waited a little bit and then I went and got my GED.” In contrast, five of the six
participants did enroll at an alternative school, but none of the five participants graduated. In
addition, when asked about their future plans after release from IDJJ, two of the five participants
who did not have a GED indicated they would like to attempt and complete a GED, and all six
participants stated that they would like to attend college.
The participants expressed their dislike for alternative schools. Participants cited reasons
of personal safety, incarceration, and deviant peers as to why they did not pursue completing
their education at alternative schools. Participant 4 explained that he was incarcerated and thus
never had the chance to complete the alternative school but attended briefly. Overall, five of the
six participants attended the alternative school, and all of them dropped out. Participant 3
explained “Everybody there was getting in trouble or causing trouble and I didn’t learn a thing.”
Participant 6 had a much more harrowing experience with rival gang members when attempting
to attend the alternative school. Participant 6 explained that he attended one day “and other gang
members were there and told me if I came back I would get killed so I just stopped going.”
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Participant 4 explained, “It was just too easy and I did not learn anything so I just acted like a
fool because I was bored.” The grouping of more disruptive and delinquent students did not have
a positive effect on the participants who attended. Cox (1999) notes that “all types of juvenile
offenders, whether appropriate or not, were being sequestered in alternative schools with no
resources for improvement.” (p. 325).

Research Question 2
What factors influenced participants’ decisions to take advantage of, or not take advantage
of, other educational opportunities after their expulsions?
Steps of the School-to-Prison Pipeline
One major factor as to why the participants would not be able to take advantage of any
educational opportunities is that they were placed in the school-to-prison pipeline. When an
individual is expelled, opportunities to pursue an education can be curtailed, and those
opportunities can abruptly end when the individual is incarcerated. Students who are expelled
can be left without much-needed services and without supervision or direction, thus possibly
spending more time with negative peer groups and coming in contact with the legal system.
Skiba and Losen (2016) state that “expulsions for discretionary school violations, such as dress
code violations, disrupting class, nearly tripled a student's likelihood of involvement with the
juvenile justice system” (p. 6). Looking at the interview data, I asked all six participants if they
felt that the expulsion helped lead to their eventual incarcerations. All six participants stated that
the expulsion did have an influence on their eventual incarcerations. Participant 4 felt that his
expulsion started a chain reaction that resulted in his arrest, stating that “because I was not in

131
school, I was getting into more trouble...it all just escalated and sent me on a path that led me
here, and I have just been in and out of jail since then.” Participant 2 stated:
Yes I know it did...I didn’t like school and was just looking for a reason not to go
back. I wanted to get kicked out of school so I wouldn’t have to go. If you in
school and doing good you don’t get kicked out and have a reason to stay in
school. Once I was expelled I didn’t care, I had nothing to do.
The data that I collected from all six participants supported the idea that an expulsion
from school increased the likelihood of arrest. The comments from the participants echoed the
research that students who are expelled, especially African American males, are placed on the
road to incarceration.
The topic of the school-to-prison pipeline was the topic that provided the most literature.
Looking specifically at the responses to the question if the expulsion had led to the eventual
incarnation produced some telling answers. Recently, AFT President Randi Weingarten wrote
about the school-to-prison pipeline and the role that zero-tolerance expulsions have played in the
creation and supply of individuals to incarceration. Weingarten (2016) recently stated, “These
policies were promoted by people, including me, who had hoped they would standardize
discipline procedures and free students from the disruptions of misbehaving peers” (p. 1).
Weingarten (2016) states that now is the time to re-evaluate the use and dissemination of these
policies. Weingarten (2016) also states that, “over the past two decades, zero-tolerance policies
have disproportionately affected students of color— particularly African American and Latino
boys...this trend can be seen as early as preschool” (p. 1).
The next sections on due process, the appeal of the street vs. education, the attitude
toward education, the possibility of returning to the home school that expelled the student,
impact of teacher quality, peer influence, and the impact of expulsion and arrests are explored as
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factors to as why individuals cannot take advantage of educational opportunities because of the
school-to-prison pipeline.

Effectiveness of Due Process
During the participant interviews, two of the six research participants stated that they did
not receive due process; while the remaining four participants received some form of due
process. Participant 2 stated that he did not have a meeting with the school to discuss the reason
he was up for expulsion, nor did the school discuss his educational opportunities or options even
though he was expelled. Participant 3 stated, “All they told me was not to step on the school
premises.” Participant 3 also stated, “All they said was I was going to get arrested if I step back
on property. I wasn’t even allowed to go out there and wait for my friends.”
The research shows that even as far back as 1961, the case of Dixon v. Alabama State
Board of Education found that if a student is dismissed from a state college for disciplinary
reasons, that student is entitled to minimal notice and hearing. The Supreme Court took the
stance of not becoming involved in cases of due process in public schools until the landmark
case of Goss v. Lopez that dealt with an expulsion for a weapon on school grounds. In Goss v.
Lopez, it was ruled that students are entitled to the minimum due process, as education was ruled
to be a property interest, and students are guaranteed a free education. In Goss v. Lopez, the case
ruled “sustained and recorded charges…could seriously damage the students’ standing with their
fellow pupils and their teachers as well as have an adverse effect on the students’ future
educational and employment opportunities” (p. 575).
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In Illinois, public schools are mandated to provide an education after an expulsion. In
some cases, an expelled student is given the option to attend an alternative school and may be
given the opportunity to return to the school that expelled him/her at the school's discretion. But
again, if a student is not even given the opportunity to attend a due process meeting, the student
essentially has no options other than a GED program if they reside in a state that does not
guarantee an education after an expulsion.
The reason I believe the topic of due process is important rests solely on what paths the
expelled student can take. Consider that during a due process meeting the student who is up for
expulsion has the right to hear the charges and has a right to respond to the charges to defend
oneself. The number of students who attend a due process meeting and then do not get expelled
is unknown. Conversely, if a student is not even given the opportunity to have a due process
meeting, the board of education for the expelling school will simply expel the student. In
addition, schools have the option to send students to an alternative school to finish their
education, and some schools will allow an expelled student to complete a determined amount of
time at an alternative school with the option to return to the school that expelled him/her.

The Appeal of the Street vs. Education
All six of the interview participants were asked if they believed they could make more
money on the streets versus getting an education. Considering that all six participants felt the
draw from the streets and quick money, this is a contributing factor to an expelled student’s
decision to not pursue an education. Their responses, as recorded in Appendix J, show that the
threat of returning to jail is minimal and making money on the street is a better option before
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incarceration. According to Bales and Piquero (2012), “In theory, incarceration should serve to
remind offenders of the costs of punishment and should prevent them from engaging in further
crime upon release” (p. 72). During the interviews, all six felt that the desire to not return to the
Illinois Department of Juvenile Justice was now a motivating factor for getting an education.
This was an important part of the research, as it is often hard for a student to stay motivated, let
alone stay motivated when the lure of money is ever present when a student is expelled, and the
decision to drop out completely is easier. Researchers Hall and Killacky (2008) interviewed ten
incarcerated individuals about their educational experiences. One participant stated, “I dropped
out after 8th grade after I started making so much money at a young age. I felt I didn't need
school anymore...it didn't matter no more at that particular point because I guess I got big headed
with the money” (p. 307).
Another factor was that only two of the participants had ever held a job. The other four of
the six participants had never been employed and may not understand the responsibility or the
need for a job. This decision to not have a job may or may not have been impacted by their views
on the value of an education. Obtaining a good job is a motivating factor for many to stay in
school and work toward more future opportunities. Consideration must be given to the fact that if
a young person is not in school and is not employed, there is little to do that is legal and that does
not steer them toward trouble. One of the participants stated that because he was not enrolled in
school and did not have a job, “I had nothing to do but ripping, robbing, and running.”
In addition, five of the six participants did not previously see a use for school, so it is
logical they would not seek out educational opportunities for themselves after an expulsion. One
of the participants stated, “Listen, I have kids and I am not a monster. I have no education, no
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experience, and I want to feed my kids. What the hell would you do? You would do what you
had to do to make money.”
The data from the interviews shows the issue of making money with illegal activities is
certainly a roadblock students can face in attending school. The lure of money can certainly led
to dropout and expulsion rates increasing. All six of the participants communicated to me that
they all know that significant money is available but a sustained future is not possible or likely.
Participant 1 was candid in his response to this question:
You can make more money on the street. No doubt, but you are not going to live
very long, and if you do it’s a rough life. By being here I realize that I do not want
to come back. I have to survive. It is hard because you don’t make any money at
school and then you go on the street and you get money but it can go bad. Also,
there are more opportunities out there for you to better your education, GED, or
community college, or certain courses you could take in order to get back to
school. Even in here I’m still pushing for my education.
In addition, Participant 3 had some insightful comments about the lure of making money rather
than staying in school and obtaining an education:
You could make more money on the streets. Actually a lot of money, but it’s safer
getting a job. It’s a tougher life but making money is cool. But getting money and
like getting a bank account is safer. I am not going to live very long if I go back to
that.
Educational Attitude Now and Then
Considering the factors that influenced students to participate in educational
opportunities, I decided to review the interview question of how the participants viewed the
usefulness of school. The overriding theme was that, while attending their home school,
education did not matter greatly to them. Five of the six participants felt little use for school
other than meeting girls or socializing with friends. Only Participant 4, who declared that he was
at one time an honor student, initially saw the need for education while he attended his home
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school, but he admitted that his behavior did not endear him to his teachers. When I asked if the
value of education mattered now while incarcerated, the five participants who had a negative or
ambivalent opinion on school then had different perceptions now. All six of the research
participants answered that they would like to attend college upon release. Participant 6 had a
different opinion about school but, for a different reason: his reason for taking education more
seriously was, “I don’t want to catch an adult case.” Research by Bridgeland, Dilulio, and
Morison (2006) cite that 74% of the respondents in their specific research on dropouts stated that
if they “were able to relive the experience, they would have stayed in school” (p. 4). Hall and
Killacky (2008) summarize their participants’ responses, stating, “They wish they had taken
advantage of the good teachers that were in place, they wish they had made wiser choices rather
than selling drugs or participating in gang activity” (p. 311).
In addition, Rumberger (2011) reports that data collected in 2005 studied four focus
groups from Baltimore and Philadelphia of a racially diverse male population of students
between the ages of 16 to 24. A total of 467 individuals were interviewed to provide insight as to
why they dropped out of school, and a sampling of how the research participants answered is
similar to why they did not excel in school (p. 156):
●

81% now realize that graduating high school is important for success.

●

74% admit they would stay in school if they could do it over.

●

38% stated they had too much freedom and not enough rules.
Participant 1 informed me that something had changed while being incarcerated the

Illinois Department of Juvenile Justice: “Being in here, I really know now I have to get an
education to not be in here.” Later in the interview, the same participant stated that his
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unsupervised time was also a deterring factor for him not taking advantage of any educational
opportunities. Participant 1 said that his expulsion was a significant factor in why he was
incarcerated and thus not able to take advantage of any educational opportunities. Participant 1
stated that the expulsion was responsible for
at least 85 to 90% [of the arrest] because if I was in school you know I wouldn’t
be out there robbing. I had nothing to do. I mean I would go to work then
afterwards I would just like hang out and get in trouble. I had nothing to do. With
my parents at work I was free to run the streets because I got friends that don’t go
to school; I was just free to run loose and I would mostly go hang out and smoke
up and see what was up.
The interview data collected for this study shows that all six of the research participants now see
the need for school, and all six would like to continue their education upon release.

Desire to Return to Home School
Unfortunately, I was unable to find any research or studies that discuss the option that a
student could return to their home school after an expulsion. As stated in the literature review,
only select states are not mandated to provide an education after an expulsion. Illinois is one of
the states that mandate continuing education services, but many schools do not offer this to
students of their own accord.
I did ask the interview participants if they were ever given the opportunity to return to
their home school after an expulsion. All six research participants informed me that they would
have liked to return to the school that expelled them. Participant 1 stated that he was informed
that writing a letter to the board of education may have helped his chances, but it did not help
him get re-enrolled after expulsion.
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Participant 3 stated that his original school not only did not give him an opportunity to
return after attending the alternative school, but it forbade him from entering the school grounds.
When I asked why he was not allowed to even wait for his friends, he reported, “All they said
was I was going to get arrested if I step back on property. I wasn’t even allowed to go out there
and wait for my friends.” Participant 5 stated that he did not have an offer to return, and that he
was “trying to go back but I can tell you they don’t want me back.” Participant 5 elaborated on
his desire to return to the school that expelled him:
Because it's my neighborhood and my high school, and I know everyone there,
but that might be a bad reason to go back. Also, what if I go back and start
socializing with the same people I've always have? But, ever since I've been
locked up from everything being arrested, to here in St. Charles, I've been doing
my schoolwork here. I actually do the schoolwork (while incarcerated presently at
IDJJ) and complete it and I get good grades here (while incarcerated at IDJJ). If
can do it in here I don't know why I can't do it out there.
It should be considered that if a school is located in a state that guarantees an education
after expulsion or a school that on their own accord makes alternative school an option, the idea
that one could return to the school that expelled him may help. This could see more students
enroll and finish school; the option to return to the positive teachers, peer groups, support
services, and even extra-curricular electives could be a motivating force for dropouts of public
and alternative schools and programs.

The Perceived Importance of Teacher Quality
Another point of interest was the role that teachers play in the lives of students. The
participants described the critical role that teachers play in the likelihood of a student achieving
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academic success. The participants all felt that the relationship they had with their teachers was a
factor in their not staying in school and not taking their studies more seriously.
Hallinan (2008) reports that the “way the teachers interact with students is of
considerable importance in shaping how students feel about themselves…If a student feels
ignored, misunderstood, devalued or disrespected by teachers, they are likely to react negatively”
(p. 273). All six of the participants cited not only the importance a teacher plays in school
success but also perceptions of disrespect from teachers who would not help them or teachers
who did not care about them. The participants discussed how important a role the teacher plays
and the importance of the quality of the school overall.
In addition, looking at the literature search in Chapter 2 emphasizes the data recorded
from the participant interviews. Specifically from Chapter 2, Klem and Connell (2004) state that
“students need to feel that teachers are involved with them-- that adults in the school know and
care about them” (p. 262). Participants in this research also stated that they were aware of the
teachers who cared and were not at school for just a paycheck in the public and alternative
school setting. Quinn, Poirier, Faller, Gable, and Tonelson (2006) report that alternative schools
need to “create a caring, non-authoritarian approach to teaching” (p. 16). In addition, Bridgeland,
Dilulio, and Morison (2006) state that only 56% of participants in their research said “there was
a staff member or teacher who cared about their success” (p. 4). All six of the participants in this
research discussed the importance that a positive relationship with a teacher would have made in
their educational experiences and thus seeing a use for school. In addition, the participants
discussed the fact that their relationships with the alternative school teachers were not always
positive and did not provide any positive experiences or reasons to take advantage of the
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opportunity to complete their education. Roorda, Koomen, Spilt, and Oort (2011) state, “The
quality of teacher student relationships (TSR) has been shown significantly associated with
students’ social functioning, behavior problems, engagement in learning activities, and academic
achievement” (p. 20). I followed up by asking specifically if the teacher mattered and Participant
6 replied, “Yeah, they do. If a teacher was cool to me, I did some work for them. Some teachers
were jerks and I wouldn’t do anything for them but cause trouble for them.”

Alienation from Connections to Peers and School
Alienation and peer influence on the participants were also researched. The research
participants believed that pressure from friends who had stopped attending school and outside
influences and activities played a role in their educational level attained. In addition, all six
reported that they had lost contact with friends, that their friends had been killed or were missing,
or that their friends were a negative influence on them and each other Gifford-Smith, Dodge,
Dishion, and McCord (2005) report that the large body of literature investigating the role of
“deviant peer influences on delinquent adolescents lends support on the hypothesis that keeping
company with deviant peers significantly increases the likelihood of individual delinquency” (p.
11). This research also discusses the role of early interactions with deviant social and peer
groups. Gifford-Smith, Dodge, Dishion, and McCord (2005) report that the “deviant peers play a
critical role in both the initiation and exacerbation of delinquent behavior” (p. 375).
Researchers Hall and Killacky (2008) state in their research on incarcerated individuals
the role that peers play. Hall and Killacky (2008) interviewed incarcerated individuals about their
experiences in education both in and out of prison. One major theme that came from the

141
interview results was the regret that the interview participants had. Hall and Killacky (2008)
interviewed ten inmates who were currently incarcerated about their past experiences in school.
Seven of the ten participants stated “hanging around with the wrong crowd was the cause of
much of their trouble in school” (p. 15).
According to Avvisati, Gurgand, Guyon, and Maurin (2014), “Peer pressure has long
been identified as a potential determinant of people’s perceptions and choices” (p. 26).
Surprisingly, participants seemed to have more information to speak on the subject of not having
much structure after the expulsion. Literature on the subject of peer influence has shown that
peer influence can impact other students on dropping out, bad behavior, and crime. In addition,
Stevenson (2015) states “that one determinant in the formation of behavioral habits, attitudes and
character traits is peer influence during adolescence” (p. 4).
I discussed the topic of feelings of alienation from peers and school after expulsion
during the participant interviews. All six of the research participants had reported to me that they
had lost touch with their peers. Participant 6 provided a candid answer: “I am not sure what
happened to my friends after I was expelled, but my guess is that they either dropped out or just
aren’t around, most likely dead.” When Participant 1 was asked about peer influence, he
explained, “I think three of my five friends graduated, I think, but the rest, I don’t know what
happened to them.” Participant 2 was the only one of the six who had any knowledge of his
friends: “I know one of my friends graduated high school this year and the rest are going to
school, I think.”
In addition, the topic of alienation and being separated from peers and school were
discussed. Participant 5 stated that when he was expelled: “I had nothing to do. With my parents
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at work I was free to run the streets because I got friends that don’t go to school I was just free to
run loose and I would mostly go hang out and smoke up and see what was up.”

Frequency of Expulsions and Arrests
The frequency of expulsions and arrests studied the impact the expulsion or an arrest had
on the student’s ability to continue his education. Even though I was not able to find specific
research that studied this phenomenon, the topic is important. Blacker (2013) reports that nearly
one in ten male high school students who dropped out of school is either in jail or has been in
juvenile detention. In addition, Weissman, Cregor, Gainsborough, Kief, Leone, and Sullivan
(2008) estimate that “only 10% of white high school dropouts are incarcerated by their early
thirties, compared to 52% of African-American male high school dropouts” (p. 5).
Five of the six participants were arrested for the infraction that led to their incarceration
within three months of their expulsion. I searched for literature that spoke specifically to the
timeframe from when an expulsion happens to incarceration, but research of multiple expulsions
to arrest yielded zero results. The closest match I could find on both topics was literature and
research that discussed the school-to-prison pipeline. Harlow (2003) states, “74.5% of America’s
state prison inmates are high school dropouts, and 59% of America’s federal prison inmates did
not complete high school” (p. 3). The interview data collected in regards to the questions of “Do
multiple expulsions lead to incarceration?” and “What is the timeframe from an expulsion to
arrest?” could be valuable to explore.
Five of the six participants were arrested for the infraction that led to their incarceration
within three months of their expulsion. Only Participant 1 had been incarcerated in a timeframe
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longer than three months after the expulsion. Four of the six participants had been expelled in
grade school, and four of the participants had been arrested in high school. Only Participant 3
had been expelled in both high school and elementary school.

Answer to Research Question 2

The Steps of the School-to-Prison Pipeline
The school-to-prison pipeline is a reality for some individuals after an expulsion. The
overarching theme to Research Question 2 is the school-to-prison pipeline. The school-to-prison
pipeline is a term that describes what happens when a student is removed from school and placed
on a path to eventual incarceration. I acknowledge that it is quite difficult to take advantage of
any educational opportunities when an individual is incarcerated. Simply being expelled does not
automatically mean that an individual will become incarcerated. Factors such as lack of due
process, making money on the street rather than obtaining an education, the educational attitude
of individuals, the possibility of returning to the school that expelled an individual, teacher
quality, and peer influence contribute to the steps from an expulsion to the school-to-prison
pipeline. Osher, Cogshall, Colombia, Woodruf, Francosis, and Osher (2012) state there are four
factors that seriously impact the school-to-prison pipeline. Those four factors are racial
disparity, poor conditions for learning, family-school disconnection, and the failure to build the
social and emotional capacity of students. Osher et al. (2012) state that “all students are more
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likely to thrive in safe, caring, positive, and engaging learning environments, characterized by
caring and positive and supportive relationships among adults, students, and families” (p. 291).
The participants of this research stated the role that negative peer influence played, the impact of
teacher quality, and the negative environment of the alternative school played in their traveling
from expulsion and into the school-to-prison pipeline.

The Appeal of the Street vs. Education
The idea of making money on the street rather than obtaining an education was also
explored and is a factor that contributes to the school-to-prison pipeline. Five of the six
participants stated that they had a negative attitude toward education and did not take their
education seriously.
The question about making money on the street yielded candid data from the participants.
Participant 1 stated, “You can make more money on the street. No doubt, but you are not going
to live very long, and if you do it’s a rough life. By being here I realize that I do not want to
come back. I have to survive. It is hard because you don’t make any money at school and then
you go on the street and you get money, but it can go bad. Also there are more opportunities out
there for you to better your education, GED, or community college, or certain courses you could
take in order to get back to school. Even in here I’m still pushing for my education.”

Educational Attitude Now and Then
The educational attitude of the participants also plays a role in the entry to the school-toprison pipeline and thus not pursuing an education. Five of the six participants stated they had a
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poor attitude toward education when they were attending their home schools. I asked about
Participant 3’s current perceptions toward school, and the response was, “I am not saying I like
school, because I don’t, but I need to do it.” I asked what had changed, and the response given by
Participant 3 was, “Being here. I want to have a life out of here. I am not treated bad here but if I
have to go to school I want it to be in the real world not in here.” In addition, it should be noted
that when looking at the literature on this topic, statistics show that when a student starts a GED
program is important. The statistics from the American Council on Education (2014) are
important because if a student’s educational attitude is poor and he or she remains out of school
or in the school-to-prison pipeline the age and attitude can impact how they may perform when
the GED program is considered or attempted. In addition, five of the six participants who stated
they had a poor attitude toward school now see the importance of education and plan on
attending college.

Desire to Return to Home School
Students who are expelled from Illinois public schools are guaranteed an education. This
means that students have the right to attend an alternative school and may be given an
opportunity to return to the school that expelled them at the school board’s discretion. This
decision by a school board could provide the reason a student would want to not only stay
enrolled in the alternative school and still provide a link to the school and the student’s peer
group. Feelings of alienation that the student has been abandoned and removed from programs,
services, extra-curricular activities and friends could be daunting. In addition, attending a new
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school with other students who have been expelled may provide reasons for students to simply
withdraw.
Five of the research participants told me they wanted to return to the schools that
expelled them. Participant 1 explained, “Yeah, I mean after school I came in and talked to my
counselors to ask like how can I get back into school but there was just like one counselor that
kind of took a favor to me. I asked her if I could write a letter to the board and ask if I can come
back to school and she was like, ‘I don’t know if they’ll accept it but I could at least try.’” In
addition, Participant 5 was asked about returning to the school that expelled him, but he
explained that he had reservations about negative influences and but also why he wanted to
return to his home school:
Because it's my neighborhood and my high school, and I know everyone there,
but that might be a bad reason to go back. Also, what if I go back and start
socializing with the same people I've always have?
The potential of returning to their home schools to be around peers, better
educational opportunities, and to possibly graduate with their cohort could be motivating
for some. This desire to return to the home schools that expelled them could possibly be
the exact motivating force to keep a student enrolled in the alternative school and stay out
of trouble. When a student feels that he no longer has an established relationship with
teachers, an established group of peers, or opportunities for extra-curricular participation
and are left to survive and navigate a new school that is comprised of other students who
have been expelled, he is discouraged from finishing his education at an alternative
school.
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The Perceived Importance of Teacher Quality
Teacher quality was another important factor for the research participants. All six of the
research participants explained to me that teachers could provide a reason to stay enrolled. I then
asked if teacher quality matters, and Participant 6 responded, “Yeah I guess, yeah they do. If a
teacher was cool to me, I did some work for them. Some teachers were jerks and I wouldn’t do
anything for them but cause trouble.” I asked the participant to clarify what made a teacher a
jerk. The participant responded, “Some teachers would make comments and get really pissed at
us. Some would say a thing like, This is why you guys are in here. We know why we are in here
man…that just made us mad with things like that.” In addition, Participant 1 was asked if teacher
quality made a difference. Participant one stated, “Yes it would have. You can see that some of
them really love what they do. But when I went to the alternative school it was not like that. You
could tell some of them were coming just to get the paycheck, and I knew it.”
Research has shown that students who feel cared for, respected, and that teachers were
there for the well-being of the students are more motivated and engaged. Hallinan (2008) reports
that research demonstrates that “stable, positive interactions with one or more persons are
essential for healthy socio-economic development” (p. 272). Researchers Roorda, Koomen,
Spilt, and Oort (2011) state, “The quality of teacher student relationships (TSR) has been shown
to be significantly associated with students’ social functioning, behavior problems, engagement
in learning activities, and academic achievement” (p. 20).
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However, Bridgeland, Dilulio, and Morison (2006) state that only 56% of participants in
their research said, “there was a staff member or teacher who cared about their success” (p. 4).
Considering the importance of the data from the participants and the literature place on teacher
quality, the role of the teacher is important. A quality teacher who can motivate, connect with,
and keep students in the classroom will not only help those students academically but could also
lead to fewer expulsions, which would mean fewer students entering the school-to-prison
pipeline.

Alienation from Connections to Peers and School
Peers also influence the educational attitude and the likelihood of being in the school-toprison pipeline. Dahlberg (1998) states that within delinquent peer groups, “negative behavioral
patterns are often modeled, encouraged, and rewarded” (p. 263). Dodge, Dishion, and Lansford
(2006) state that “gangs, cliques, and peer groups vary in their overall rate of deviance, but if one
member of a group is deviant, there is a high probability that other members are, or will be,
deviant as well” (p. 3). This finding is supported by Participant 5’s comments. He stated that
after he was expelled, “I had nothing to do. With my parents at work I was free to run the streets
because I got friends that don’t go to school; I was just free to run loose and I would mostly go
hang out and smoke up and see what was up.”
I uncovered little research that discussed the perceptions that expelled individuals have
about being separated from peer groups and the alienation that can ensue. None of the six
participants mentioned that they believed they were alienated from their peers specifically.
Participant 2 stated that after he was expelled and attended the alternative school, his peer group
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did not change. Participant 2 stated, “The kids I was getting in trouble with were there. So I just
stopped going.” When a student is expelled, and thus removed from positive associations, and
placed in a school setting that is completely comprised of deviant peers, this is a situation that
could breed more trouble. Removing students from positive student-teacher and peer
relationships does not create an effective environment for reforming student behaviors and
attitudes or for students to develop a connection to an alternative school or the teachers who
work there.

Frequency of Expulsions and Arrests
The number of expulsions and arrests played a vital role in students entering and staying
in the school-to-prison pipeline. The reason I believed this may be important is the longer the
individual may be removed from school, the greater the opportunities are to be left unsupervised,
to be causing trouble on the street, and to spend time with negative peer influences. I asked
Participant 3 how much time had transpired from expulsion to incarceration, and he replied,
“Probably like a couple of months.” I also asked the participants how many times they had been
arrested, and Participant 2 replied, “I would say five times.” I asked how much time had elapsed
from expulsion to arrest and incarceration. The participant stated, “It was maybe a couple of
months.” The participant also stated that he had been “arrested about 20 times.” I asked the
participant if he was able to recall what age he was when arrested. The participant explained,
“From like 15 to 17 years old for all of them, between that ages.”
I asked Participant 5 if he felt the expulsion led to his eventual incarceration. Participant
5 stated:
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Oh yes, I know it was. If I wasn't at work I was at home, I mean everyone's at
work or at school when I am home doing nothing. My brother was at school, and
my mom and dad were at work so I just tend to do whatever I wanted. Because I
got guys that are friends that don't go to school anymore I would just see what
they're doing. Mostly just go out to the block and smoke up and do whatever.
Research is available that discusses and studies the phenomenon of the school-to-prion pipeline
and expulsions leading to an arrest. Elias (2013) states that the school-to-prison pipeline starts in
the classroom when, “combined with a zero-tolerance policy, a teacher's decision to refer
students for punishment can mean they are pushed out of the classroom and into the criminal
justice system” (p. 39). Skiba and Losen (2016) state, “Expulsions for discretionary school
violation, such as dress code violations, disrupting class, nearly tripled a student's likelihood of
involvement with the juvenile justice system” (p. 6). I do understand not only that the more times
an individual is arrested, the greater the likelihood of eventual incarceration becomes, but also
the likelihood that an individual will become incarcerated could also increase with multiple
expulsions. When the individual is not in school and is thus unsupervised and free to roam the
streets, that individual is more likely to have contact with negative peer groups, to be subjected
to poor experiences and teachers in alternative schools, and to participate in criminal activity; in
this way, an expulsion can easily devolve into incarceration. Author Pettruti (2011) states that
students who are expelled suffer not only significant disruptions in their education but can also
become involved in “gangs, engage in dangerous behaviors, and dramatically decrease their
chances of successfully return to school and leading productive lives” (p. 1).
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Recommendations for Future Research
The recommendations for future research revolve around the school-to-prison pipeline.
Specifically, these research recommendations strive to shed light on the problem of the schoolto-prison pipeline and ways to keep students in school and potentially out of prison. Also, this
section identifies who is the intended audience for the future research. The selection of the target
audience will be critical in how the leadership of a school district can educate, lead, and
champion the impacts that an expulsion can have on a student.

Intended Audience for Future Research
I envision that school administrators need to be the primary audience of this research.
Also, it is the administrator’s responsibility then to educate other administrators, school boards
members, and teachers on the impacts of an expulsion. Teachers, school board members, and
other administrators need to develop empathy for the fact that the lived experiences of the
individuals who were expelled, may have been expelled, or who withdrew from an alternative
school, could have attempted a GED program, and who eventually became incarcerated are more
than just statistics. What individuals have experienced as a result of being expelled as a minor
and the lived experiences into adulthood is essential for school leaders, school boards, and
teachers to hear and understand. Educating teachers, board members, and other administrators on
the long-term impacts of expulsion is the job of school leaders.
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Leadership and Teacher Higher Education Preparatory Programs
Considering the extent to which school leadership and teachers interact with students, a
recommendation for how higher education programs are training administrators and teachers
could help students stay enrolled and not get expelled. This recommendation would be to
research the types and quality of preparation programs for teachers and future school leaders to
support and work with at-risk students. Merely providing statistics on the number of expulsions
is not enough. Current leadership and teacher preparatory program students need to hear
testimonies on the effects of school expulsions. Leadership and teacher preparatory programs
also need to be evaluated for the quantity and quality of curriculum as well as the opportunities
they create to work with at-risk students in addition to learning the profound long-term impacts
of an expulsion. Also, leadership and teacher preparatory programs need to be evaluated to
determine how much, if any, curriculum and instruction is being offered and how often, if ever,
opportunities are available to gain experience working in alternative schools or with at-risk
students either before or during classwork and professional practice.

Professional Development for School Board Members
An additional area of research recommended will be to examine the professional
development of school board members. In the state of Illinois, all new school board members
are required to complete a mandatory 4-hour training that covers topics such as labor laws for
schools and the requirements for compliance with the Open Meetings Act, but nothing is
required about due process and the impacts of school expulsion. This recommendation for
research could include interviewing school board members on their perceptions of school

153
expulsion and their views and perceptions on due process procedures, as well as how the school
administration inform and prepare the board for their duties regarding expulsion and the
implications of an expulsion.
Also, I could study the level of communication between the expelling school and the
expelled student after expulsion. Researching frequency and the amount of communication
employed to monitor and provide support for the expelled student could be the reason that an
expelled student may want to return to the public school. Also, research may reveal whether or
not the option was given to the student to come back to the expelling school. Research could
also include interviews with school board members to see if they have ever provided or were
even aware of this option to allow students to return to the public school after expulsion and
completion of time served at the alternative school.

Quality of Alternative Schools
The next recommendation would be to research the quality of alternative schools.
Specifically, the type and amount of support that schools and teachers who work with the largest
population of at-risk students provide could be researched. Research could be done that studies
the type and quality of curriculum in alternative schools, behavioral and academic support
systems for students, and what kinds of offerings exist for any vocational programs to help
student motivation. Also, interviewing students to learn their perceptions of the alternative
schools and the teachers, as well as factors they consider the obstacles to attending and
completing an education at an alternative school, could be valuable research. Considering the
negative opinions and experiences that the participants encountered in this particular research
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support the idea that teacher quality, programming and curriculum offerings, and safety
conditions were among reasons students left the alternative school makes this a valuable
recommendation.
Also, the recommendation for research to study the alternative schools could investigate
the amount of communication that transpired between the alternative school and the home school
of the expulsion. Considering that in this specific research the participants discussed the desire to
return to the school that expelled them and how they lost track of their friends and how feelings
of alienation could develop, researching how often the public schools communicate with the
alternative school could be important. Studying how often school administrators talk with
expelled students who are attending the alternative school needs to be investigated and reported
on as students that have the option to return to the school that expelled them could be the
motivating force required to stay enrolled in the public school.

Review of GED Programs Professional Development and Support Systems
Research is already available on the rates and demographics of students who complete a
GED program. Specifically, the American Council on Education (2014) from 2015 reports that
in 2013 a total of 816,213 people attempted the GED test and 540,535 passed. Specifically
looking at Illinois in 2013, 35,998 attempted the GED test and 22,675 passed the exam. Research
that would advance this existing research would be a study of the professional development and
student support plans of the GED testing centers and GED teachers in Illinois. When students
enroll in a GED program they are likely enrolling for a number of personal reasons. These
reasons can be from an expulsion, dislike of the public high school, family issues, a change in
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attitude after time has passed, or even during or after incarceration as a minor or adult.
Regardless of the reason, students who are attempting a GED program need support from the
GED teachers. After a school board has decided to expel a student in Illinois, the student can
attend the alternative school or withdraw and attempt a GED program. Knowledge of the types
of professional development that are used to support teachers and support programs for students
both academically and behaviorally could better inform a school board on what is the best option
for the students to be successful after an expulsion. This recommendation of the investigation of
professional development and support systems for GED students could better inform school
board members who are the decision makers in the school expulsion process. After the decision
to expel a student is made, the school board has a duty to uphold to make the best informed
decision on what alternative schools and GED programs can do to support students to obtain an
education.

Professional Development for Administrators
The next recommendation for research is to explore what the offerings are for
professional development for current administrators. Researching the current offerings that are
available for administrators in Illinois through the local Regional Office of Education, the State
Board of Education, National Association of School Administrators, or any offerings nationwide
should be researched to find out which, if any, offer training on working with at-risk students or
expulsions. This research would be relevant not only to count the number of offerings but also to
research how many professional development offerings include the educational impacts and the
lived experiences of expelled individuals. Just discussing the number of expulsions, the
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demographics, and the trends in yearly expulsion data is not sufficient. School administrators
need to hear the testimony from the individuals who have been expelled regarding how their
lives were impacted before those administrators have opportunity to recommend expulsion.

Professional Development for Teachers
I also recommend research to study both public and alternative schools’ professional
development for teachers. This study could measure how often and what types of training and
support are offered that address behavioral and academic interventions to help at-risk students
stay enrolled in school and not be expelled. The reason that this recommendation is important is
that teachers in the public schools need to form a partnership for training to support students.
The partnership will ensure that teachers working in the public school system can learn
academic and behavioral intervention techniques before a student is expelled. In addition, if a
student is expelled, having teachers work together on best practices and having communication
between the public and the alternative school can help students after expulsion and with
transitioning back to the public school.
Research on what academic and behavior support programs are offered as well as how
often the public school is in communication with the alternative school is needed. Finally, I
would recommend research on what types of programs are in place at alternative schools for
students who are at-risk for being expelled from the alternative school as well as programs in
place for students who do have the option to return to the public school. The reason this would
be important is that after a student is expelled or withdraws from the alternative school his or
her only option to obtain an education is a GED program. Even when a student is expelled or
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withdrawn from an alternative school, support still needs to be provided by the alternative
school. The alternative school needs to provide information about the location of GED
programs, how to enroll, and to help the student transition from the alternative school to a GED
program.

Recommendations for Practice
The recommendation for practice starts with the expulsion itself. Specifically, the need to
educate administrators, teachers, and school boards on the impact that an expulsion has on a
student is necessary. I have participated in expulsion hearings, and the research that was
conducted here, along with the suggestions for future studies, would have been beneficial during
the expulsion process. Knowledge of the long-term impacts of an expulsion would have
influenced decisions and actions when expulsion hearings arose. Teachers and school
administrators need to become acquainted with the information and research about the impact of
expulsion on students such as the results provided by this research. In discipline situations before
this research, both as a teacher and as an administrator, I had not considered what options a
student would have after expulsion. Testimony such as that which is provided in this research
hammers home the lived experiences that an expulsion can have on a student that statistics
simply cannot effectively demonstrate. Lived experiences along with data of the true impacts of
expulsion together paint a much more vivid picture of students who need support and care rather
than banishment from a school setting.
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Leadership and Teacher Higher Education Preparatory Programs
One of the recommendations for research was to investigate the amount and depth of
preparation that aspiring administrators and educators receive in higher education settings. The
recommendation for practice is for school administrators to create a partnership with universities
to increase the course offerings, to hire and retain professors who are working professionals who
have experience working with at-risk populations, and to offer an endorsement to the current
Type-75 administrative certification that specializes in working with at-risk students and
alternative schools. Researchers and current administrators need to work in conjunction with
state and federal legislators and the Illinois State Board of Education to place greater emphasis
on the need to focus on students who are at risk or expelled. Presently, in the state of Illinois, the
State Board of Education does not require specific certification to teach or to be an administrator
at an alternative school. Illinois schools just require that the teacher possesses the appropriate
certification for the subject and appropriate age taught. For example, a teacher who possesses a
bachelor's degree from an accredited school in social studies is qualified to teach social studies at
an alternative school. The same goes for Illinois administrators, as they simply need a Type-75
endorsement to be an administrator in the state of Illinois to also be qualified to lead an
alternative school. Also, universities in Illinois require that students in teacher preparatory and
school leadership programs complete a student teaching assignment. Universities and institutions
of higher education can begin to place a greater emphasis on training during the student teaching
and leadership professional practice experience to include, or be expanded to include, mandatory
placement at an at-risk school or an alternative school.
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I realize that the progress of changing legislation and certification laws is not immediate.
Updating and supporting professional development plans that target at-risk students to prevent
dropping out is a recommended practice that can be implemented immediately by leaders.
Training the classroom teachers to help connect with students, implement positive behavioral
and academic interventions, and work in close collaboration with alternative-schools teachers
and administration can help students and educators. This support can be provided by
interventions that can be implemented before an expulsion rather than waiting for the student to
be removed from class, possibly expelled, and possibly incarcerated one day.

Professional Development for School Board Members
Also, due process training is needed for school boards of education. When a student is
recommended for expulsion, it is the school board of education that decides if the student will be
expelled. The administrator makes the recommendation to have the school board vote for or
against expulsion during a due process meeting. This meeting is held to ensure that a student
may hear what the charges are that have warranted a possible expulsion, and the student and
parent or guardian may ask questions and tell their side of the story. My recommendation for
practice is that school boards participate in professional development to fully understand the
responsibility of the due process meeting. Understanding the potential impacts of an expulsion,
knowing what options may be available, and assessing the potential for a student to return to the
school after the expulsion is served at an alternative school are all vital data that board members
need to have before an expulsion. The section on the recommendation for research discussed that
Illinois School Board Members are mandated to receive 4 hours of professional development and
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zero of the 4 hours is in regards to due process meetings on the perils of and impact after
expulsions. Essentially, it is the job of the school leadership to not only ensure that the
minimums of a due process meeting are upheld but also to make sure that school boards are
adequately prepared and trained for the expulsion hearing. If they are not adequately prepared,
then more training needs to be done. School leadership must ensure that training is always
current and that both veteran and novice board members understand the actual impacts of an
expulsion. This recommendation is that school boards need training on the profound
consequences of an expulsion, and it needs to happen before any due process meetings. The job
of informing, training, and sharing the lived experiences of expelled individuals before a due
process meeting needs to be led by the school administration. Creating training sessions, tours,
and meetings with alternative school sites and hearing the testimony and lived experiences of
individuals who attended the alternative needs to be heard by board members before an
expulsion due process meeting. The reason for this recommendation is that school board
members truly need to understand how an alternative school operates and functions for its
students. School board members need to see how expelled students are served, what educational
programs are available, and how the alternative school can help expelled students prepare to
either return to the home school or to move on to life after high school, as well as what options
students have if they drop out of the alternative school. School board members have an important
duty and responsibility in a due process meeting. Training that exposes board members to the
lived experiences and the feelings that expelled students have, to the quality of alternative
schools or GED programs available, and to information on the school-to-prison pipeline would
offer a realistic picture of what students may face after expulsions.

161
Finally, the last recommendation for practice is that school boards of education need to
understand that being removed from school can also impact students mentally in the form of
alienation. In this research, participants discussed their desire to return to the schools that
expelled them. During a due process meeting, the school board that decides the expulsion
hearing results can offer, as an incentive, the option to return to the home school after the
expulsion is served in the alternative school. School boards of education can set certain
parameters that need to be met, such as attendance and behavioral goals as well as a minimum
grade point average, with the agreement that the student can return from the alternative school.
School leaders and school boards need to make sure that not only are the minimum requirements
met for due process but that they are working with students, parents or guardians, and alternative
schools to help students understand that a return is possible, thus providing an incentive to stay
enrolled in the alternative school. The recommendation is to set smaller incremental goals that
are realistic where the home school assigns a caseworker or administrator to continue to meet
with the students and parent or guardian, meet with the teachers of the alternative school to be
updated on progress, and collaboratively work to bring the student back to the home school.
Again, the leadership of the school needs to educate the board members on the impacts as well as
the options before the due process meeting. Keeping the board of education current on training
and new research will help students succeed at the public school, alternative school, or a GED
program to make a well-informed decision.
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GED Program Options and Support Systems
Support needs to continue when a student withdraws or is expelled from an alternative
school. School administration from the alternative and home school need to meet with the
student and the parent or guardians of the expelled students so that students and parents
understand they have one option left. Referring to the recommendation for research on the GED,
administration of the expelling school needs to have a thorough understanding of the options of
available GED programs. During the due process meeting, students and parents need to
understand the only option after the alternative school is a GED program to obtain an education
in Illinois. In addition, the recommendation for research investigating the educational
programming and student support programs needs to be completed. The reason this would be an
important area of practice is because this would provide specific information on the alternative
school that expelled students would attend. The results need to be communicated and shared with
school board members so that when a school board votes on a possible expulsion, that board
thoroughly understands the reality the student will face after expulsion. School boards need to
fully comprehend the condition and success or failure rates of one of the two only options after
an expulsion.
Admittedly, I have never contacted nor met with a student or parent after the alternative
school placement was not successful or a student desired to withdraw. Presenting students and
parents or guardians options for enrollment, locations of GED program centers, and the
importance of how age matters in the success rate need explaining. Reporting on the conditions,
support systems, and curriculum could better educate a student and parent on their decision even
to start a GED program.
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Finally, students who are expelled or withdraw from an alternative school need to be
educated on the impact that completing or not completing a GED program can have. The
ramifications for future job prospects, quality of life, and the likelihood of incarceration needs to
be explained to the students and parents. I was not aware of the powerful impact that a successful
GED program can have when students have withdrawn or been expelled from an alternative
school placement when participating in an expulsion hearing in the past.

Professional Development for Administrators
I recommend improving the professional development for school administrators in
regards to the educational impacts of an expulsion. School administrators need to be equipped
with data, testimony and lived experiences of the individuals who have been expelled. When a
student is brought to the school board for an expulsion, the administration can only recommend
an expulsion, as it is the school board that makes the final decision. The recommendation for
research on the preparatory programs for school administrators can help improve the professional
development of other leaders. This help can be then utilized by training other administrators,
teachers, and school board members on the educational impacts of an expulsion.
Also, a recommendation for practice will be to work with local Regional Offices of
Education and the State Board of Education to help provide professional development and
administrator reaccreditation programs and training on the educational impacts and potentially
long-lasting impacts of an expulsion. The reason this is important is that training other
administrators will provide an avenue for administrators to then train and educate teachers and
board members and other administrators. Only providing statistics on the frequency and
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demographics of expulsions is not enough. School administrators are the academic leaders for
school districts, and the educating of educators and school boards on the impacts of expulsion
needs to be championed by the school administration.

Professional Development for Teachers
The next recommendation for practice is to begin improving the professional
development plans for public schools and alternative schools. In this study, the participants
discussed the importance of teacher quality. This practice could be expanded to provide
educators the plans, the training, the tools, and the support to help at-risk students. Reviewing,
updating and improving the training and support for teachers who teach in the public and
alternative school settings can help those students and teachers at public and alternative schools.
Teachers who cannot understand the care and training that are needed to help at-risk students, or
who just have not been trained to assist at-risk students, need the tools to connect with students
rather than defaulting to automatically having them removed.
School leadership also needs to advocate and budget for training for teachers of at-risk
students in public and alternative schools. School leaders and educators need to be kept abreast
of changes, new research, and training to help students effectively. Working with and helping atrisk students requires intensive, sustained, and continuously reviewed professional development.
The need to target professional development that can help teachers work with, motivate, and
understand the problems and roadblocks that at-risk students face will be helpful to avoid
expulsion. Teachers who can help students succeed in the classroom and who can help keep
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more students out of the school-to-prison pipeline by helping them stay enrolled in school is a
practice that needs to be enacted. Teachers spend the most time with students, but school
leadership needs to hire the right staff, support them, and equip them with the tools to help
students succeed.
Also, a recommendation for practice would be to invite administration and teachers from
the alternative schools to attend and share professional development topics. This strategy can
help pool financial resources and help faculty and administrators share intervention strategies,
curriculum, and training throughout the school year to help teachers and students. This
collaboration between the alternative school and the home school can also create opportunities
for teachers to communicate about student progress and even help students who may be allowed
to return to the home school after the expulsion make a smoother transition back. Creating and
improving communication, training, and interactions between the home school and the
alternative school could provide the path as well as hope for students to return or complete their
education.
Summary
The intent of this research is to shine a spotlight on the negative effects that expulsions
for zero-tolerance infractions have on individuals. I want lawmakers, educators, teachers, school
administrators, boards of education, and teacher and leadership preparatory programs to realize
that such an expulsion does not solve the problem. The problem is that students who have
behavioral issues need support, structure, and continued services, not to be closed out from
schools.
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Schools need to be a safe place for everyone to learn and teach, but students who commit
expellable offenses are the students who need the most help. After hearing the stories and
perceptions of the participants regarding alternative schools, it is clear that funding needs to be
concentrated on alternative education. If a student lives in a state where continuing education and
access to services are not guaranteed, he or she will have few options; expelled students possess
little education and little to no job experience, and they are left with few options other than
criminal activity.
One of the participants was asked in the interview if he thought that his expulsion led to
his incarceration. He responded, “Without a doubt it did. I mean I was on the street, selling,
stealing, and doing you know...whatever we wanted. I had nothing else to do. I got kids of my
own. I need to feed them and I have no money and you do what you need to do...I am not a
monster.” Children who are incarcerated become adults. Without an education, a grim reality can
set in. In a speech on October 23, 1900, Mark Twain said, “Every time you stop a school, you
will have to build a jail. What you gain at one end you lose at the other. It's like feeding a dog on
his own tail. It won't fatten the dog.” We cannot simply expel students and expect the problem to
go away.
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COUNSELOR MEETING WITH RESEARCHER
I appreciate you taking time to help with this important research. I am sure you are aware the
importance of confidentiality for both yourself and especially the youth that you serve and help
everyday. The intent of this research is to help better understand the impacts that a school
expulsion have on a youth. The intent is not now or ever to hurt, shame, or make this protected
class of youth any more vulnerable than their present state.
The confidentiality of the youth and the actual research that will take place must be at the highest
level. As the researcher, I have asked for your assistance because I am familiar with the
important and vital role you play with the youth you serve. Even though you are mandated by the
Illinois Department of Juvenile Justice to keep all conversations, records, and identity of the
youth you serve confidential, there is a need for an added layer of understanding.
The researcher, the counselor, and the research participants’ need full confidentiality before,
during, and after the research. I am requesting that you thoroughly read the following and agree
before continuing to help with this research.
The topic of this research is long-term educational impacts of zero-tolerance expulsions. The
researcher is asking for your assistance in identifying students who meet the criteria to
participate in this research.
The researcher will not be asking for any access to the researcher participants’ files. Instead, the
researcher will supply a records checklist of information that each counselor can acquire and
provide from the records of the research participants who meet the following qualifications:
● Has the youth been expelled from school for a zero-tolerance infraction?
● Is the youth between the ages of 18 and 20 years of age?
When a counselor has identified research participants who meet the criteria, the researcher will
request the following information about each participant from the following records checklist:

191
RECORDS CHECKLIST
RESEARCH PARTICIPANT CODE#: _________________
AGE: ___________________

RACE: _________________

HIGHEST LEVEL OF EDUCATION: ____________________
Please circle the appropriate answer
HIGH SCHOOL DIPLOMA: YES

NO

GRADE SCHOOL DIPLOMA: YES

NO

IF IN HIGH SCHOOL, HOW MANY CREDITS: ___________________
BEEN EXPELLED FOR ZERO-TOLERANCE: YES
NO
HOW MANY TIMES EXPELLED: ___________________
GRADE LEVEL AND AGE WHEN EXPELLED: _________________
If multiple expulsions, age and grade for each expulsion: ___________
IEP: YES
NO
DATE & GRADE OF IEP: _____________________
IF MORE THAN ONE IEP, PLEASE INCLUDE DATES AND GRADE LEVELS:
_____________
In addition, the researcher also requires that you do not now, during, or after discuss, email, or
answer any questions with anyone about the youth that are participating in this research.
The researcher also requires that you do not discuss the identity of any research participants or
potential research participants, the interview questions, or the results of the interviews
themselves with any other youth who are presently or formerly incarcerated. The researcher also
asks that you do not discuss the research with any security officers, school district employees,
workers of IDJJ, or anyone who a participating youth could be, or has been, assigned to or
supervised by in any capacity.
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PLEASE READ AND SIGN AND DATE WHERE INDICATED
I understand that the researcher will not ask for access to the participants’ records. Only a
completed records checklist that is in this letter will be requested for each participant and any
identifiable information will not be asked for or used. I acknowledge that the researcher will not
ask me to show, copy, scan, email, or mail the academic or intake records of the youth
participating at any time, now or in the future. I acknowledge that I will not disclose the name,
youth ID number, social security number, location of previous schools or IDJJ facilities attended,
present or previous home addresses, or any information that may reveal the identity of the
research participants before, during, or after the research to any of the research participants, IDJJ
employees, youth not participating, school district #428 employees, or the researcher.
⎕ Yes

⎕ No

____________________________________________________________________
Signature of counselor
Date
I will also not disclose the identity of the youth who are participating to any of the other youth
who I currently serve as their counselor now or in the future, or youth that I have served in the
past.
⎕ Yes

⎕ No

____________________________________________________________________
Signature of counselor
Date
I understand that the research participants have not been promised any compensation, any special
privileges and/or access to any programs they would normally not be qualified for, a change in
living arrangements, or special consideration in terms of parole or early discharge.
⎕ Yes

⎕ No

____________________________________________________________________
Signature of counselor
Date
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I acknowledge that I will not now or in the future discuss the content, nature of, reaction to, or
any topics that are a result of and/or related to the interview questions that will be asked of the
participants with anyone outside of the facility, any IDJJ employees, school district employees,
or any youth in my caseloads or incarcerated now in any IDJJ facility.
⎕ Yes

⎕ No

____________________________________________________________________
Signature of counselor
Date

I acknowledge as the counselor for potential research participants that the demographic data that
is specifically requested in the records checklist provided by the researcher will not be collected
until research participants grant permission.
⎕ Yes

⎕ No

____________________________________________________________________
Signature of counselor
Date
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PLEASE READ AND SIGN BELOW WHERE REQUESTED
I acknowledge that by consenting to participate in the research, I give my counselor permission
to provide the researcher my age and that an expulsion for a zero-tolerance infraction had
occurred.
⎕ Yes

⎕ No

____________________________________________________________________
Signature of research participant
Date

If you have signed the consent form above to allow the counselor permission to provide the
researcher my age and that an expulsion for a zero-tolerance had occurred do you also give
permission to your counselor to set up an initial date to meet with you, and your counselor, in the
counselor’s office to set up a time and date to be interviewed.

⎕ Yes

⎕ No

____________________________________________________________________
Signature of research participant
Date
After reviewing the above records checklist and signing the consent form below you give
permission to allow your counselor access to you records for the above specific items only in the
above records checklist.
⎕ Yes

⎕ No

____________________________________________________________________
Signature of research participant
Date

APPENDIX C
COUNSELOR MEETING PROTOCOL
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COUNSELOR SCRIPT
A researcher from Northern Illinois University is interested in speaking with students for a
research study. The title of the research is OPPORTUNITY DENIED: EDUCATIONAL
IMPACTS OF ZERO TOLERANCE EXPULSIONS. Because you were expelled from school
for a zero tolerance infraction and are at least between the ages of 18 and 20 the researcher
would be interested in speaking with you. This research will not ask any questions that would
require you to explain why you were arrested, the court decision, or your dealings in the legal
system.
The researcher, only after your consent, will provide a records checklist of information that will
require your counselor to access your records in order to collect information from them for the
research. An exact list of the demographics needed from your records is attached in Appendix A.
The researcher will never ask for your personal information that may identify you outside of this
facility now or in the future. The researcher will also not make see, copies of, or take possession
of your records to review or make notes from them. By consenting to this research, and giving
me access to your records, you will be revealing to the researcher your age, and the fact that you
were expelled from school. Before you give your consent to participate and for me to access your
records, if you would like to contact your attorney to check if it is advisable to participate, you
may do so and then make a decision whether to consent and participate.
After you give permission for me to access your records, and collect only the demographic
information requested by the records checklist, the researcher will sit down with you and me to
ask questions about your education after your expulsion from school. You should be aware that I
will not access your records for this research until you grant permission to do so. In addition, the
researcher will not now or ever have access to the information that is requested by the records
checklist until you grant permission.
It should also be noted that you are not in any way required to participate in this research.
Participation is completely voluntary, and you will not be compensated in any way. Participation
means you will not receive anything monetarily, or special privileges, or an increased
opportunity to be granted parole, or be given special housing, meals, phone calls, recreation time,
or any privileges you may otherwise not have. In addition, I will be present when the questions
are asked, breaks will be provided during the meeting, and you can quit the research at any time
and not worry about retribution at any time.

You acknowledge that by consenting to participate in the research, you give me permission to
provide the researcher your age and that confirmation that an expulsion for a zero-tolerance
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infraction had occurred, and to give your name to the researcher so that he can set up a time for
you to be interviewed in my office with me present.
⎕ Yes

⎕ No

____________________________________________________________________
Signature of research participant
Date

If you agree to participate in this research you will be given a copy of the records checklist of
information that I will be using for collecting data from your records, a copy of the interview
questions, and a copy of the consent form for you to re-read, ask questions about, and take your
time to consider your participation in this research. The consent form has been given to you so
that you may review it, but the final consent process will take place when you meet the
researcher.
Please circle below that you have received a copy of the following items
Did you receive a copy of the records checklist: ⎕ Yes

⎕ No

Did you receive a copy of the interview questions: ⎕ Yes

⎕ No

Did you receive a copy of the consent form: ⎕ Yes

⎕ No
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PARTICPANT CONSENT FORM
The title of this research is OPPORTUNITY DENIED: IMPACTS OF ZERO TOLERANCE
EXPULSIONS. The researcher is trying to understand what happened after you were expelled
from school and how your education has been impacted. The researcher is also interested in
learning more about your perceptions about school, before and after you were expelled, and what
your educational plans are after you are released.
Before you grant consent you should be aware of the potential risks and/or discomforts you
could experience during this study. You will be asked 19 open-ended questions with some
follow-up questions. The questions will be asked in the office of your counselor. The questions
that you will be asked will request for you to explain to me what happened after you were
expelled and your perceptions about your education. Please understand that if these questions
make you upset we can stop and take a break, or continue later on. You can always stop the
questions and quit the study at any time and you will not be punished in any way shape or form.
We will also have your counselor from the Illinois Department of Juvenile Justice here to help
you if you get upset or need to be or feel safe, or need help understanding the question. The
interview will be audio recorded, and it will last about 1 hour including a couple of breaks.
Research participants should also be made aware that their participation, or withdrawal from the
research would have no bearing on their incarceration or length of sentence or eligibility for
parole in any form or manner.
Understand that the researcher will keep all information gathered during this research
confidential before, during, and after the research. All records of the research and will be kept by
the researcher and stored in a locked fireproof container and destroyed five (5) years after the
conclusion of the research. The researcher will transcribe the audio recordings personally, and
when the researcher has completed and verified that an accurate transcription has been made the
audio recording will be immediately destroyed by the researcher. The researcher will also delete,
redact, or remove all information that could in any way identify the research participants before,
during, and after the research. However, the researcher and/or the counselor could be compelled
to disclose the information by court order.
In addition, if you have specific questions about your rights as study participants please contact
the Office of Research Compliance at Northern Illinois University at (815) 753-8588 or write to
the Office of Research Compliance and Integrity c/o Division of Research & Graduate Studies,
DeKalb, Illinois 60115. In addition, research participants can contact Dr. Brent Wholeben at
815-753-9322 or the researcher directly Mr. John D. Suarez at 815-252-3480. Understand that if
you agree to participate in this project your signature and participation does not make this a
waiver of any legal rights you might have as a result of your volunteer participation. In addition,
please understand that you will not be compensated in any manner by the researcher, or from
Northern Illinois University, nor the Illinois Department of Juvenile Justice. Your signature is an
acknowledgement that you understand and agree to participate. In addition, before you agree to
participate in the research, you may wish to consult with an attorney to see if it is advisable for
you to participate. Understand at all times that your participation is completely voluntary, and if
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you want to withdraw at any time and the researcher has begun to record any of the information
from the interviews or information for this study, no matter how brief, the audio recording will
be immediately erased by the researcher and any answers collected from the interview questions
will be destroyed.
I give my permission for IDJJ to release my records for this research to my counselor.
Specifically you give your permission for your assigned counselor to review records that will ask
for specific demographic questions. A copy of the records checklist is attached to this document
under Appendix A. Please review this records checklist in Appendix A before signing.
I agree to participate in this project. ⎕ Yes ⎕ No

__________________________________________________________________
Signature of research participant
Date
__________________________________________________________________
Signature of counselor
Date

I give my permission to the researcher to audio record this interview.
⎕ Yes

⎕ No

____________________________________________________________________
Signature of research participant
Date

__________________________________________________________________
Signature of counselor
Date

APPENDIX D
INTERVIEW QUESTIONS
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INTERVIEW QUESTIONS
Hello, ____________, I am John Suarez, and I am working on my doctoral degree in educational
administration at Northern Illinois University. I am very grateful for the opportunity to sit down
with you today and ask you some questions. I am hoping that we can get through a few protocol
items before we start. I need to make sure that I have your permission to audio record our
conversation today before we start.

I also need your permission to use your answers for my research. Understand that the researcher
will keep all information gathered during the research confidential before, during, and after the
research. In addition, we will take some breaks after every few questions, bathroom breaks, and
we will have your counselor here so you can feel safe, respected, and to help you understand any
questions that you are unsure of. In addition, if you want to not participate in this research, even
if that happens in the middle of a question, you certainly can stop participating, and you will not
be punished in any way.
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What did you do to get any education after you were expelled?
Did you have any jobs?

How did you like school? Why, what parts, or why not?
Do you see any use for it? Why or why not?

Do you know if your parent(s) finished school? What level?
What about your siblings? What level?
What about your friend’s education? What level?

(Break)
If you did not return to school, did you get a job?
In what field? Were you ever fired?

Can you remember how long after you were expelled it took for you to get arrested?
If you were arrested more than once, how old were you each time, and what
grade
were you each time?
When you were expelled (each time if more than once) did you ever return to that school?

Did the school that expelled you ever discuss with you the option to return?

When you were expelled, did you and/or your parents meet with the school board or have a
chance to meet with them?
If you did return to the school that expelled you?
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How do you feel the teachers treated you?
How do you feel that the teachers felt about you?
If you were in any trouble after you returned, do you feel you were treated differently
from other students?
What about an alternative school?

Do you have plans to ever return to public school?
Do you have any plans to attend college?

Has anyone in your family ever attended or graduated from college?

(Break)
Do you think that you could make more money by returning to school or by finding work by
doing things on the street?

What was the reaction from your family when you were expelled?

APPENDIX E
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From: John Suarez
Jul 1 2011
To: sharonkonopka
Sharon
Attached are the interview questions. My topic is long-term impacts of school expulsions
for zero tolerance infractions on African American males.
I will be interviewing youth in the department on juvenile justice. I know that you have
considerable experience with the youth, and I am looking to interview youth that are
between the ages if 15,16,17 years old. I am studying what happened after expulsion
from school. Can you please take a look at the questions and provide me some feedback
if the questions are too hard to comprehend, not getting the point, etc.
I am looking for questions that would allow the kids to open up about what led to, and
happened that led to being incarcerated.
I appreciate the help on this!!!

Sharon Konopka sharonkonopka@ymail.com
Jul 1 2011

I think the questions are good. They may, if not read, be difficult for the youth to
understand, however; I am sure, with you as the presenter, the youth will understand what
you are looking for as you talk to them. I have no doubt you will be successful in getting
the youth to open up!
Sharon
Sent from my iPad

APPENDIX F
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Amy,
Here is the email that I sent to Sharon. Any feedback on the questions is welcome.
John

John,
I just have a few comments about the process/questions you have presented. In the
following I will be coming from a general terms perspective. These are of my personal
interpretations and experiences over all; not absolutes of every youth I have ever
encountered at IYC Joliet.
In the beginning, along with he simplification of the privacy concern, you may want to
add a purpose for talking to them. I would not have it be a long drawn out thing. Just
know, they will not care that you are gathering information to help someone else. What is
in it for them? If you do not tell them ahead of time. Have a general statement ready for
those who ask what this is for. They may have no clue what a research project from any
college means.
You may also want to emphasize that none of this information will be used against them
in any way. You are not affiliated with the legal system. Although, there is probably a
legal responsibility for you in doing this. For instance, if they told you they murdered
someone and the body is hidden in Lake Michigan, or something, you may need to break
confidentiality, and that may be something to be made clear.

In #1, you ask about different schools they may have attended. Transferring can be due to
frequent moves. You may want to get more detailed about those moves. One kid talked to
me about his family moving on a regular basis. He told me he had changed schools a lot.
Rent would be paid for a few months and then they would stay until they got evicted for
nonpayment. It would take a little bit of time after the rent did stop before they would
have to leave. So they could live for free longer than they paid. They also alternated and
stayed with family for periods of time. This was until fights would break out and his
Mom would tell him it was time to go. I can not remember but I think he said school was
difficult because they had moved something like 20 times while he was growing up. The
story that got to me the most was when this Latino youth told me that the family house
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burned when he was 7. They had no insurance. The family then had to live different
places. There was no room for them all anywhere and no money to get another place. He
lived with his Mom and the family she was staying with did not like the Dad. Two of the
older boys lived with the Dad. The family fell apart after and never lived together again.
He started getting into trouble because he was angry about not seeing his Dad and
brothers. I know your focus is on the schools impact, but understand these are just my
impressions as to things you might want to think about in your quest. I understand that
this is your project and that I do not know your mind set with this whole thing, but it is
not all about how horrible the schools are. So, forgive me if I ramble and this is all of no
use .

#5. They do not have "best friends". They have associates. Family is the only people they
can trust and that may be questionable. Wording here is key. "were there other kids at
school that you trusted, that you hung around during lunch time, that you could talk
to.....?"; "associated with"?. My question would also be who they "associated" with
outside of school. If they had "friends" at school, did they see those same people outside
of school?

#5 and others related to "trouble" and "discipline". I would ask questions that were
specific instead of labeling. "It is no trouble, nor any form of discipline that I really care
about if I can sit at home, watch tv and hang with my homies on the block instead of
going to school".

#6. "atmosphere" and "physical conditions" would probable require specific questions as
well.

#11. Drop “do you feel that comparatively speaking" and just say: "Do you feel you were
treated the same...". It is, maybe, important to ask if the youth can remember the
demographics within the classroom, the school and with the educational staff within this
question, or in line with the interview as a whole.

#18. How about this question: Tell me what you would usually do on days that you didnt
go to school. Then, you could ask more questions based upon what the answer was. Do
not show judgement if they end up telling you they work, but it is not at McDonald's. I
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am questioning whether they are going to tell you about their illegal activities in the first
place, but selling drugs is a "job" to them and they may not want to talk about that.

#20. Maybe, it is important to know if the child got in trouble during a time in which
school was in session and if they feel they would have gotten in trouble if they had been
attending school.

#21. I do not think you are going to get an honest answer out of this one unless you ask
specific questions. For those who do not know where they are sleeping each night,
incarceration offers that stability. They do not always want to be honest about something
like this, because it hurts, and the key is to come off looking like they have it going on;
not that they are homeless or starving. To those who are not sure if they are going to be
killed, incarceration offers safety. Even if education in jail does not provide enough
resources to compete with schools in the public sector, they are better than not going to
school. If the youth does not value education, they will not see that as a help even though
they still benefit.

#22. "structural racism"?

You could also ask what is the best thing that has ever happened at school and the
opposite of what is the worst as far as school. This could be worded many different ways.

Also, do they feel safe at school? How do they get to school? Are they safe going to and
from school. Have they ever tried to get expelled to avoid something else? Did they really
try when they did come to school? Did they ever like school? Can they remember first
starting school, what did they think about it and when, if ever, did it change? How was
school talked about in the home? Was school encouraged? ............
Overall, I think you will get further by asking them specifically what you want to know.
Good luck with your project!
If I can be of any other assistance just let me know!
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Amy
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Ms. Dillard,
Thanks for looking over the research questions that I have.
Attached are the interview questions. My topic is long term impacts of school expulsions
for zero tolerance infractions on African American males.
I will be interviewing youth in the department on juvenile justice. I know that you have
considerable experience with the youth, and I am looking to interview youth that are
between the ages if 15,16,17 years old. I am studying what happened after expulsion
from school. Can you please take a look at the questions and provide me some feedback
if the questions are too hard to comprehend, not getting the point, etc.

I am looking for questions that would allow the kids to open up about what led to, and
happened that led to being incarcerated.

I appreciate the help on this!!!
John
Hi John, I loved the questions and I believe that they will be very easy to understand. A
few suggestions, try to look at some of the questions and give them a multiple choose
whether than a short answer question. This might be a little easier for you to do your
research and you may get a better, truthful answer. Also, you might want to include basic
questions. This could be helpful in identifying the different age groups and backgrounds
that they are and from like do you live with both patents, if you only live with one parent
which one, if you do not live with mom or dad who, then list grandmother ect.. living
conditions: public housing, family home apartment, who is responsible for the real-being,
ect. ( other examples: What is you current age, 15,16, 17 What was your age the first time
you was expelled from school 0-5, 6-9,10-13 ect..) This can show difference or stimulates
of one age and backgrounds to another. Just remember, your audience and that if the
questioner is to long people tend not to take the time to read the questions thoroughly or
don't tend to finish the questioner completely ( which can't be used in research). So you
might want to do separate questionnaires with the different ages to fully you research. I
hope this is helpful.
Keep in touch and let me know if i can be of any help!

APPENDIX H
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AG: Age of participant
CLG: Parent attended college
DPM: Given Due Process meeting after expulsion
DSG: Dropped out or stopped going to school either public or alternative school
EAE: What did participant do for an education after expulsion?
ETP: Participant believes expulsion led to Prison
FALS: Perceptions about alternative school
FAS: Perceptions about school while enrolled in public or alternative school
FAT: Perceptions about teachers in public or alternative school
FML: Family reaction to expulsion
FRD: Fired from job before or after expulsion
FRN: Friends/Peer Influence on participant in or out of school
GMS: Participant graduated middle school
GRAD: Participant graduated elementary
GRADHS: Participant graduated high school
GS: Was a good student in public school or alternative school
GWE: Grade when expelled
JBS: Had a job after before or after expelled
LTP: Long Term Plans after release from incarceration
NGRE: Participant never graduated elementary
NGRHS: Participant never graduated high school
PTR: Planned to return to home school that expelled participant
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SIB: Siblings level of education completed
TAR: Number of times arrested
TD: Treated differently by teachers after expulsion
TE: Number of times expelled
TFT: Treatment from teachers in school after expulsion
TMA: Time after expulsion and before being arrested
UFS: Did the participant see a use for school before incarceration

APPENDIX I
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What did you do to get any education after you were expelled? (EAE)
Did you have any jobs? (JBS)

How did you like school? Why, what parts, or why not?
Do you see any use for it? Why or why not? (FAS) (GS) (UFS)

Do you know if your parent(s) finished school? What level? (PLE)
What about your siblings? What level? (SIB)
What about your friend’s education? What level? (FRN)

(Break)
If you did not return to school, did you get a job? (JBS)
In what field? Were you ever fired? (FRD)

Can you remember how long after you were expelled it took for you to get arrested? (TMA)
If you were arrested more than once, how old were you each time, and what grade were
you each time? (TE)
When you were expelled (each time if more than once) did you ever return to that school?
(GWE)

Did the school that expelled you ever discuss with you the option to return? (DPPM)

When you were expelled, did you and/or your parents meet with the school board or have a
chance to meet with them? (DPPM)
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If you did return to the school that expelled you? (PTR)
How do you feel the teachers treated you? (TD)
How do you feel that the teachers felt about you? (FAT)
If you were in any trouble after you returned, do you feel you were treated differently from
other students? (TFT)
What about an alternative school? (TFT)

Do you have plans to ever return to public school? (LTP) (WTPS)
Do you have any plans to attend college? (LTP)

Has anyone in your family ever attended or graduated from college? (SIB) (PLE)

(Break)
Do you think that you could make more money by returning to school or by finding work by
doing things on the street? (UFS)

What was the reaction from your family when you were expelled? (FML)
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Participant #
#1
Gap in education from
expulsion
Attended alternative
school
Dropped out of alt school

#2
Yes

Yes

Yes

Yes

Yes

Completed a GED
program
Disliked alt school

Yes

Yes

Gap in education

Yes

Yes

Had a job
Did not see a use for
school

Yes

Now sees a use for school

Yes

Liked school

Yes

Yes

Yes

Yes

Outside
interference/Friends did
not finish
Mom graduated from
elem.

Yes

Yes

Mom graduated college

Yes

#4

Ye
s
Ye
s
Ye
s
Ye
s
Ye
s

#5

#6
Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes
Yes

Yes

Ye
s
Ye
s
Ye
s
Ye
s
Ye
s
Ye
s

5
5

5
4

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

5
5
6
6

Yes

Yes

Yes

Yes

Yes

5
5
1
0

Dad graduated elem.

Yes

Yes

Dad graduated HS

Yes

Yes

Dad attended college did
not graduate

3

2

Mom attended college, did
not graduated

Dad graduated college

F

1

Yes

Yes

Mom graduated HS

#3

Ye
s
Ye
s
Ye
s

Yes

Yes

5
3
1
0
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Parent(s) have a GED

Yes

Siblings dropped out
Siblings grad elem.

Yes

Yes

Siblings grad HS

Yes

Yes

Ye
s
Ye
s

Siblings grad college
Wanted to return to home
school but did not

Yes

Yes
Yes

Arrested multiple times

Yes
Yes

Ye
s
Ye
s
Ye
s
Ye
s

Yes

Yes

Yes

Yes

5

Yes

2

Yes

Yes

Yes

Yes
Yes

Yes
Yes

Yes

Yes

Age 14-15 when expelled
Yes
Yes

Ye
s
Ye
s
Ye
s

Yes
Yes
Yes

4
3
3
4

Yes

Yes

Yes

Had some due process

Yes

Yes

Yes

Yes

Yes

Yes

N/A

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Ye
s
Ye
s
Ye
s
Ye
s

2
2
3

Was looked at differently
Positive experience would
helped him stay in school
Expulsion led to
incarceration
Family was upset about
expulsion
Would like to attend
college

5

1
Yes

Expelled multiple times

6

1

Yes

Age 12-13 when expelled

Age 16-18 when expelled

Yes

Yes

Expelled in elem. school

Under 3 months from
expulsion to arrest
From 3 to 10 months from
exp. to arrest

Yes

Ye
s

Arrested to no school

Expelled in high school

1

Yes
Yes

1

3
2

F= Is the frequency of a yes answer from the participants

4
5
6
5
6
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Code

Theme

AG
CLG
DPM
DSG
EAE
ETP
FALS
FAS
FAT
FML
FRD
FRN
GMS
GRAD
GRADHS
GS
GWE
JBS
LTP
NGRE
NGRHS
PTR
SIB
TAR
TD
TE
TFT
TMA
UFS

5
6
1
3
5
5
3
7
9
6
5
5
7
7
7
7
4
5
7
4
4
2
6
4
9
4
9
5
7

Research Question
#1

Research Question
#2

X
X
X
X
X
X
X
X
X

X
X
X
X
X
X
X
X
X
X

Rows that answer research question #1 are highlighted in orange
Rows that answer research question #2 are highlighted in yellow
Rows that are not highlighted are demographic
Please see the next page for the legend of extended Themes numbered 1-9 from the above chart

1.
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Effectiveness of Due Process means whether the participant received information on his
academic options after expulsion

2.

Desire to Return to Home School refers to a participant’s wish to return to the school
where the expulsion occurred

3.

Effectiveness of the Alternative School means whether the participant attended or had
opinions about the alternative school

4.

Frequency of Expulsions and Arrests means what impact the expulsion or arrest had on
the participant’s ability to continue his education

5.

Steps of the School-to-prison Pipeline means the journey from school to expulsion to
prison

6.

Alienation from Peers and School is the participants perceived feelings about losing
contact with friends and teachers after an expulsion

7.

Educational Attitude Then and Now is the impact the participant’s attitude toward
education had on their behavior

8.

Appeal of the Street v. Education means whether the participant believed he could
make more money legally or illegally

9.

Perceived Importance of Teacher Quality is the perceptions the participant had about
teachers and teacher quality

